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“The more that you read, the more things you will know.
The more that you learn, the more places you’ll go.”
-Dr. Seuss, I Can Read With My Eyes Shut!
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CHAPTER ONE
Introduction
As I drew closer to completing the requirements for a graduate level degree, it
was necessary for me to choose a topic for my capstone thesis. This topic should
increase my knowledge and understanding of literacy and it should improve my skills as
an educator. After much consideration, I selected as my topic, How can fluency
instruction, using readers’ theater and paired reading, impact reading comprehension in
the third grade classroom?
Chapter One of this thesis explains my drive to improve my skills as a
professional educator. Reflecting on my strengths and weaknesses has allowed me to see
an area of instruction that needed improvement. It is my hope that the reader of this
paper will appreciate my struggle as I sought for the missing link that may be preventing
many of my students from meeting or exceeding the state standards assessments each
year. It is my goal to always improve my skills, which helps the children that are placed
in my classroom each and every school year.
My Love of Children
I have always loved being around children. Children are naturally innocent and
at times, brutally honest. I appreciate their resiliency. I have known children who have
come from tough situations, but they have risen above their hardships and succeeded in
school. As I consider the abilities of successful students, there is often a common factor.
They read well. Proficient reading is the key that unlocks the door to learning in all other
academic subjects. Without being proficient in reading, a student will struggle. I want to
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be certain that I am providing my students with ample opportunities and experiences that
will encourage them to become skillful and adept readers.
Recently, my school district has invested a tremendous amount of money in
curriculum, training, and technology. I have received new curriculum for guided reading,
spelling, and writing. In addition to these materials, we have one-to-one devices with
numerous apps for our students’ use. Training has also been provided. I have seen
amazing growth in my classroom. However, when the high stakes testing takes place
each spring, the results have left me disappointed and frustrated. I have asked myself
repeatedly, Why are so many of my students, who are reading at or above grade level,
unable to pass our state tests in the spring? What am I missing?
During an elective class through Hamline University, Developing Elementary
Readers, I was required to read an article published in The Reading Teacher entitled, “A
Focus on Fluency: How One Teacher Incorporated Fluency with Her Reading
Curriculum,” by Lorraine Wiebe Griffith and Timothy V. Rasinski (2004). As I read
about Griffith’s experiences in the classroom I felt as though she were describing my
classroom and my experiences. I began to feel excitement as I considered this could be
my missing link! It is through this article I began to wonder. What impact does fluency
have on comprehension? This experience has motivated me to use as my research
question, How can fluency instruction, using readers’ theater and paired reading, impact
reading comprehension in the third grade classroom?
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Lifelong Reader
I have vivid memories of wanting to read and write. I remember wishing I could
read as my mother read my brother’s same requested story over and over again. I
wondered how he could never tire of the same, “I think I can, I think I can” phrase used
repeatedly in this book. It was so boring! However, I loved to hear my mother read. I
also recall sitting on my grandmother’s back steps creating what I hoped would be
cursive letters in a notebook and asking my aunt, “Are any of these cursive?” She would
look at the loops and scribbles pointing out a cursive e or l.
It was sometime between kindergarten and first grade I learned to read. The Dick
and Jane series, written by William S. Gray and Zerna Sharp, were my favorite books. I
remember being so proud that I was a reader. Dick and Jane led to more complex
reading and I soon discovered I truly loved to read!
As I reflect upon my life of reading, I realize reading was not always enjoyable.
Upper elementary grade teachers often required reading that I rarely found interesting.
The only real enjoyable reading for me was when the teacher would read aloud or when
we could read a book of our choice after we had completed our assignments. Junior high
and senior high school often had much of the same dull and wearisome reading. Rarely
did an English teacher assign a book I found engaging. I believe this led me to reading
less and the love of reading escaped me for a time.
My undergraduate classes for my elementary teaching degree required that I take
a children’s literature course. I was required to read numerous self selected children’s
books from various genres. Reading was once again interesting and often times

13
delightful! This reconnection with reading and my newly acquired understanding of the
importance of reading fueled my desire for my own children to become skillful readers.
Many hours were spent huddled together at bedtime as I read until one or all of us would
fall asleep.
My three children are now adults. They have different interests and reasons for
reading, but all read well. I am certain their abilities to read well helped them to be
successful in school and will continue to be beneficial as they pursue their goals and
careers. I am pleased that I have been able to help them to develop such strong reading
skills and will forever be grateful for teachers who helped them to become successful
readers.
My Professional Journey
When my youngest child started preschool I knew it was time for me to start
teaching full-time. I had been substitute teaching and working as a Title One teacher, but
I longed for my own classroom.
More than twenty years of teaching has included teaching in the following areas:
substitute teaching, Title One, special education, Kindergarten, and first through fourth
grades. All of these positions have given me opportunities to work with students who
have possessed various ability levels and needs. It is through these opportunities that I
have learned the importance of differentiation. I have learned why teachers must
determine where an individual is academically through observation and assessments. I
have also learned that individualized plans and goals must be developed so that students
are striving to be at grade level and beyond.
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Several years of working in the primary grades and working with students who
struggled to read have caused me to become very familiar with the process of learning to
read. I understand that students typically learn to identify letters and sounds. This leads
to learning words and eventually putting these words together to read sentences. I did not
completely understand the importance of small groups and differentiation until my
district was looking at purchasing new reading curriculum. I found the idea of
differentiation to be intriguing and looked forward to learning a better way to teach!
My school administration sent several teachers to a reading workshop. It was this
experience that opened my eyes to teaching reading in a much more effective and
enjoyable way for the students and the teacher. I was taught about The Daily 5 method
of reading instruction developed by Gail Boushey and Joan Moser (2006/2014). This
method called for students to be grouped by ability levels for small groups of guided
reading and word work, but it also encouraged students with various abilities to work
together while reading with a friend. It was possible to have five different activities
going on every day simultaneously during a reading and writing block of time as students
were working on reading to themselves, reading with a friend, listening to reading,
working on word work, or working on writing, while others were working with the
teacher. Although learning to manage this type of routine became a bit chaotic at times,
once it was in place it was amazing to behold!
Later, I was introduced to The Daily CAFÉ by Boushey and Moser (2009). The
Daily CAFÉ focuses on the importance of teaching specific reading strategies. These
newly discovered methods and resources excited me and I couldn’t wait to try them in
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my classroom. I returned energized and ready to work! Students were assessed and put
into groups. Then we started to work! I immediately fell in love with teaching in this
manner. My students and I were working well together and we were seeing wonderful
progress.
I then started looking into Words Their Way by Bear, Invernizzi, Templeton, and
Johnston (2012). This resource explained a differentiated method of spelling and
vocabulary instruction. My administration granted permission for me to attend training
for Words Their Way if I would be willing to share my newly acquired knowledge with
my colleagues. I left that training thinking, “Wow! Why would anyone teach spelling in
the traditional way?” It took one semester to prove the value of individualized spelling
lists to me and I shared my experience with all who wanted to know about individualized
spelling.
My school district had added new curriculum and various online teaching aids.
There seemed to be an endless amount of new material to wade through. However, I did
not recall spending much time on learning how to teach fluency! Again I asked myself,
How can fluency instruction, using readers’ theater and paired reading, impact reading
comprehension in the third grade classroom? Was this the instructional piece that I
could be missing that would help my students comprehend more deeply and allow them
to answer the high stakes questions correctly?
During the Spring Semester of 2015, I began a grand adventure. I enrolled in the
Masters of Literacy Education program through Hamline University. I knew I must
enrich my understanding of literacy and the time was now right. My eldest child was
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completely finished with her college education and working. Our middle child was a
junior in college. Our youngest child was a junior in high school. It was now time for
me to rekindle the fire, the passion, that I have had for reading and learning. My eyes
were opened as I began to examine research and evidenced based practices that were new
or being revisited since my college graduation more than twenty years ago.
The first course I took at Hamline University required that I read the book, Focus:
Elevating the Essentials to Radically Improve Student Learning by Mike Schmoker
(2011). In this book Schmoker explains the importance of avoiding fads and getting back
to the basics of reading, writing, and talking. He spoke of allowing students to read for a
minimum of sixty minutes a day and write for forty minutes a day. Independent reading
and writing time, not teacher instruction time, was to be allowed every day. The idea
behind this included the fact that students were not reading at home. If we did not
provide ample time for reading, students would not do it.
I found myself questioning what I was doing. How could I fit so much
independent reading and writing time into my schedule? How would I continue to meet
the needs of all of my students? Would they really read for an entire hour? Could this
time be broken up throughout the day? It was now spring. The school year was rapidly
coming to an end. I decided I would try increasing student reading time.
My third grade students had built their stamina for reading independently so they
could easily read for thirty minutes. I wanted to see what they would do with an hour.
Within a few days not only were they reading for an hour, they were begging for more
time when the hour had passed. Students who had proclaimed that they “hate reading” in
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the fall were now reading and looking for opportunities to read. I was sold on the
importance of allowing reading time, but now what should I do? Something would have
to go and I was still struggling with peer perception. When another teacher would enter
the room I feared they were thinking, “That Mrs. Koski is so lazy! Her kids are reading
again.” I needed to find a balance between instruction time and independent reading
time.
We continued to work in small groups, large groups, and independently. I was
amazed at the growth students were demonstrating. I was certain that these rock star
readers would do well on the spring tests. I looked forward to them demonstrating their
tremendous skills! Test day came and to my disappointment, many who could read to me
well above their grade level did not reach the desired score of three hundred fifty or
higher. How could this be? What am I missing? What are they not learning or
understanding? What do I do now?
Next Steps
I believed in assessment and individualized learning plans. I knew I must be
familiar with and teach to the standards. I was convinced that there must be a balance
between small group instruction and whole group instruction. Five small reading groups,
four spelling groups, whole group instruction, independent reading, writing, and learning
to use technology required a tremendous amount of prepping and planning. It was not
necessarily a difficult task, it just required planning, organizing, and incredible amounts
of documentation!
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I would like my capstone thesis to include evidenced based practices in the areas
of fluency. I wish to discover answers to my research question, How can fluency
instruction, using readers’ theater and paired reading, impact reading comprehension in
the third grade classroom? Not only will I need to increase my understanding about
reading fluency, I will need to learn what helps students to efficiently and effectively
work on becoming fluent readers. I will determine ways I can provide a more balanced
reading program that serves the needs of all of my students by looking at necessary skills
for fluent and comprehending readers. I will implement activities and routines to provide
students with the necessary practice which is vital for proficient and fluent reading.
Summary
As I consider the incredible task that I have to ensure all students are reading and
writing at grade level by the completion of third grade, I ask myself, How can fluency
instruction, using readers’ theater and paired reading, impact reading comprehension in
the third grade classroom? At times I am a bit overwhelmed by the complexity of my
duty and may feel inadequately prepared to meet the needs of all of my students. It will
be challenging to honestly look at what I am currently doing in my classroom to promote
fluency. I will need to eliminate activities and procedures that have not been proven to
be effective. This will create available time for those activities and procedures that I am
not currently doing that have been proven to be effective. I will also need to implement
procedures and methods of recording data so that I can track how my students are
progressing. This is a necessary part of my growth and development as a teacher.
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I cannot change what happens outside of the classroom, but I can change what is
going on in my classroom. I will carefully study the recommended evidenced based
practices that have been proven to be effective and implement them into my routine. This
is the most effective and efficient way to teach so that I am producing proficient readers.
This will take time and creativity as I juggle many different specialists’ schedules and
student needs. However, it must be done.
Once I have researched the evidence based practices for fluency instruction and
put them into place, my biggest challenge will be staying consistent and organized. I
must improve my abilities to keep track of the various assessments and assignments that
come with differentiation. I know it will be very beneficial for me to master this aspect
of my craft and I look forward to learning from those that have found a better way.
Chapter Two will begin my journey of researching the best practices or evidence
based practices in a balanced literacy program. More specifically, I will be looking for
information and implementation of fluency instruction that can provide a bridge to
comprehension. This will assist me in improving my teaching skills and ensuring that all
students are proficient readers. I believe examining my research question, How can
fluency instruction, using readers’ theater and paired reading, impact reading
comprehension in the third grade classroom? will not only make me a better teacher, but
it will also influence the lives of many children and the success they will experience in
the future.

20
CHAPTER TWO
Literature Review
Introduction
Chapter One included experiences that I have had throughout my life as a learner
and as an educator. The discovery that I was not providing ample instruction or practice
time in the area of fluency instruction led me to question, How can fluency instruction,
using readers’ theater and paired reading, impact reading comprehension in the third
grade classroom?
A review on how children learned to read and what experts in reading instruction
have determined to be evidence based practices in literacy instruction was conducted.
This was to ensure that all areas of instruction necessary for producing proficient readers
was happening in the classroom. The following topics were included in this research:
State Standards and Common Core State Standards, Evidence Based or Best Practices in
Reading Instruction, Phonemic Awareness and Phonics, Spelling and Vocabulary,
Fluency, Comprehension Strategies, Writing, Differentiation, and Motivation. Close
attention was given to fluency instruction as preparation was being made to introduce two
methods of fluency, Readers’ Theater and Paired or Partner Reading into the classroom.
An article published in Literacy Research and Instruction entitled “Fluency in
Learning to Read for Meaning: Going Beyond Repeated Readings,” stressed the
importance of:
Identifying the essential instructional components of teaching reading as they are
laid out by a developmental scheme….knowledge of these stages is helpful in

21
planning instruction, and teachers who are familiar with these stages are better
equipped at providing meaningful instruction…(Nichols, Rupley, and Rasinski,
2008, p. 1-2)
This literature review included information about some of the essential components of
reading instruction that Nichols, Rupley, and Rasinski listed in their article. Topics were
not placed in any particular order. However, State Standards and Common Core State
Standards were adopted to outline and organize what educators were doing in classrooms,
so it was logical that this was where this review should begin.
State Standards and Common Core State Standards
The Common Core State Standards were created in an effort to help ensure that
all students were prepared for college and career ready by the time they completed high
school. These standards were organized into three main sections: Standards for English
Language Arts & Literacy in History/Social Studies, Science, and Technical Subjects
Grades K-5; Standards for English Language Arts Grades 6-12, and Standards for
Literacy in History/Social Studies, Science, and Technical Subjects Grades 6-12. Each of
these sections were divided into strands. The strands included in this section were:
Reading; Writing; Speaking, Viewing, Listening, & Medial Literacy; and Language.
Each of these strands had benchmarks to measure if students were progressing towards
mastery of the standards.
These state level standards and the Common Core State Standards were very
similar in the expectations they had for students. In 2010, the Common Core State
Standards were adopted by my state. This state’s standards committee met and
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determined it beneficial for students to have additional standards that included critical
knowledge and skills that were considered necessary for preparation for college, careers,
and an active civic life. These end of year expectations were to be met and maintained.
These academic standards required students to know how to:
…gather, comprehend, evaluate, synthesize, and report on information and ideas,
to conduct original research in order to answer questions or solve problems, and
to analyze and create a high volume and extensive range of print and non-print
texts in media forms old and new. (Minnesota Department of Education, 2010,
p. 6)
The expectations were listed, but educators were given the freedom to instruct
students in whatever manner they determined would ensure achievement. This allowed
teachers to provide whatever tools were necessary for all students to reach the desired
goals of these standards.
The required third grade reading assessments were based on these academic
standards. The assessments were comprised of passages that included both literary and
informational texts. Approximately 40-60% of the test included literary texts and
40-60% of the test included informational texts. The informational texts included
passages in history, social studies, science, and technical subjects. The amount of
informational text reading that was required to pass the tests increases as the students
progress through the grades. By twelfth grade the tests included 30-40% literary and
60-70% informational text (Minnesota Department of Education, 2017).
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The goal of the state academic standards was to assist teachers in preparing
students for life after high school. It has been proven that students that were college and
career ready tended to demonstrate the following: independence; strong content
knowledge; the ability to talk in front of others; comprehended during reading, listening,
and talking; valued evidence; had the ability to use technology; and understood other
perspectives and cultures (Minnesota Department of Education, 2010).
Even though the standards covered a broad range of skills and abilities, it was not
expected that each standard be taught independently. Often there were ways to provide
opportunities to develop and strengthen several areas of focus with a single task. It was
necessary for teachers to become familiar with all of these expected skills so that they
were able to provide students with rich opportunities to strengthen and improve literary
skills. These expectations had been set by the state and federal governments. It was the
responsibility of teachers to prepare students for these high stakes tests.
Exploration of standards, which led to implementation of the evidenced based
practices, was critical. Teachers were then expected to identify where each student was
in his understanding and ability to perform at a “meets the standard” level. Once those
who were lacking skills were identified, teachers were expected to develop a plan that
would assist them in meeting these standards. To determine the most effective ways to
improve these weaknesses, teachers examined the research of leaders in literacy. Doing
so provided an understanding of the evidenced based practices for these skills.

24
Evidence Based or Best Practices in Reading Instruction
The term “best practices” was used to describe instructional approaches and
techniques that have been proven to be effective in increasing students’ skills and
producing proficient readers. It was crucial that teachers knew what skills were
necessary to produce proficient readers and what methods to use to teach these skills.
In addition to knowing about these skills and methods, teachers needed access to
high quality materials and an understanding of how to differentiate for the different
levels of academic performance in the classroom. Good pacing and classroom
organization was also necessary to maximize teaching time. According to Roskos and
Newman, educators implemented these practices well when they did so with
“considerable intention, deliberate practice, and reflection...” (2014, p. 507).
What was taught and how it was taught brought consequences. It was important
that teachers used reading instruction time in a way that was most advantageous to
students. In 2000, the National Reading Panel Report determined certain skills were
important in a complete reading program. These skills included: systematic phonics,
phonemic awareness, fluency, and comprehension strategies (Taylor, Peterson, Pearson,
& Rodriguez, 2002). Teachers that taught skills, engaged students in a considerable
amount of actual reading and writing time, and helped students to develop the use of
reading strategies saw significant increases in their students’ reading abilities.
Once educators knew what to teach, they were to look at how to teach the desired
skill. Whole group, small group, word work, writing and journaling, speaking, and the
use of technology were just a few of the topics and practices suggested for student
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growth. Teachers were to learn how to organize instruction time so opportunities for
growth were provided for all.
Another consideration to include in a review of current practices was how much
time was spent “telling” or lecturing students versus guiding, questioning, and coaching?
As Taylor, Peterson, Pearson, and Rodriguez studied classroom practices, they found that
“telling” did not appear to be as effective as coaching for improving students’ reading
achievement (2002). It was critical for teachers to develop practices that included
deliberate actions that increased students’ thinking and reflecting about what they had
read. Students were to know how to re-read and pull information out of a passage to
increase their understanding of what was read.
A study titled, “Teacher Knowledge, Instructional Expertise, and the
Development of Reading Proficiency,” by Lyon and Weiser suggested that:
teachers need to (a) ensure that students learn and apply phonemic awareness
and phonics concepts rapidly in text, (b) relate what is read to their background
knowledge and their lexicon (vocabulary), and (c) deploy active strategies to
derive meaning from print. (2009, p. 476)
They also suggested there seemed to be a lack of basic understanding of how to teach
these skills. The authors of this article pointed out there was a tendency to blame low
reading skills on non-school situations such as a student’s socioeconomic status, family
background, English as a second language, or motivation. These factors may be
connected to achievement in reading. However, “it is ineffective instruction that dooms
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children to a lifetime of reading failure…teacher effectiveness is the most important
factor in the growth of student achievement” (Lyon & Weiser, 2009, p.476).
Phonemic/Phonological Awareness and Phonics
Strong phonological and phonemic awareness skills were determined essential
building blocks of proficient readers. Phonemic awareness skills included: phonemes-the
sounds of letters; knowing that these sounds make words; understanding rhyme; the
ability to blend sounds and segment words; and the ability to manipulate sounds to create
new words (Gambrell & Morrow, 2015).
Some considered phonemic awareness to be a reliable predictor of future reading
success. Reading instruction had been found to be more successful when students were
able to rhyme and manipulate letters and sounds to create new words. It was very
difficult for some students to understand that rhyming words had the same end sounds.
They seemed to be unable to move beyond the initial sounds of words and unable to
change these beginning sounds to make rhyming words. Additional practice of this skill
was determined to be very beneficial.
Phonics was considered the connection or relationship between sounds and letter
symbols or graphemes. Remembering that each word was made up of syllables and each
syllable had an onset and a rime-any vowel and consonant following the onset was
helpful in developing proficient readers. Students that learned to recognize these
symbols and the sounds they stood for were more fluent and proficient readers. Our
language was difficult for some to learn because of the many symbols that represented
more than one sound. Vowel combinations and silent letters were often quite confusing
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for beginning readers. Learning all of the symbols and rules of phonics was frustrating
for some, but was also a necessary task for the development of proficient readers.
Phonics instruction was important because it helped students learn to quickly
determine the sounds of unfamiliar words. When a reader came across a word he did not
know, he used the elements of phonics to decode the word. It was with phonics
instruction and considerable amounts of practice that students were able to decode.
Phonics instruction has had a tremendous impact on young readers. As readers
improved their phonics skills, they moved into larger, multi-syllable words. It was at this
time morphemes-prefixes, suffixes, and roots were used to determine unknown words.
Students learned to look for “chunks” and smaller words within the larger word. All of
these pieces were necessary parts for the development of phonics skills.
A study completed by Duke and Block suggested that phonological awareness
instruction was most beneficial when it was taught with phonics and other letter-sound
relationship rules. In addition to teaching the skill, it was suggested that teachers teach
when and how to apply the skill. It was necessary for some students to be taught
specifically how to decode. Doing this helped to teach those who struggled to read and
did not know how to blend or “sound out” when they came across a word they did not
know (2012).
Spelling and Vocabulary
Spelling and vocabulary fell into a category some called “Word Work.” Spelling
and vocabulary were not included on the list of instructional areas that the National
Reading Panel considered essential to reading achievement-phonics, phonemic
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awareness, fluency, and comprehension. However, as Berne and Blachowicz have stated,
“Decoding skills, fluency skills, and comprehension skills all draw upon a known bank of
words. Teacher cues to encourage the decoding of words are useless if the word at hand
is not part of the student’s listening vocabulary” (2008, p. 315). If students were required
to have a rich listening vocabulary in order to read and write well, it made sense to
include activities such as spelling and vocabulary instruction in order to increase the
number of words a student has heard and used in class. Therefore, spelling or encoding
instruction was found to be beneficial to students.
It was also determined by some that spelling achievement increased as students
improved their reading and explicit spelling instruction was not necessary. However,
research did suggest there was evidence that development in encoding and decoding was
linked to phonological and phonemic awareness and encoding instruction “improves both
the reading and spelling performances of students at risk for reading and spelling
difficulties” (Weiser and Mathes, 2011, p.173). For this reason, spelling and vocabulary
instruction was considered a desired learning opportunity for students.
Evidence suggested spelling instruction was most beneficial when activities
included such things as letter tiles to build words or activities that helped the student
learn how to manipulate phoneme-grapheme relationships. Activities were to be more
than the memorization of words for a test on Friday. Providing children with these types
of learning activities helped to eliminate early reading failure.
Spelling and vocabulary were both in the Word Work category, but required
different methods of instruction. There were several approaches to vocabulary
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instruction. The National Reading Panel has suggested that good vocabulary instruction
should combine incidental and explicit teaching of vocabulary. We used different kinds
of words for different purposes. Therefore, diverse methods to teach our students were
recommended. Suggested activities included: working with word relationships and word
parts, etymology (history of a word), synonyms, antonyms, prefixes, suffixes, and root
words.
Deliberately planned high quality read aloud books, both literature and
informational text, were also considered to be an effective tool in increasing students’
vocabularies. These books had words the students had not heard before. If they heard
words often enough they were more likely to use them. When they had words in their
listening memory, they recognized the word when they read it. Teachers assisted with
increasing vocabulary skills when they later used these unfamiliar words in discussions.
Word play or word games were also listed as a productive vocabulary building
activity. Often times students were more engaged in a learning activity they found
enjoyable or fun. Games usually increased the fun factor for learning. This was also the
case for building vocabulary.
Fluency
Fluent reading usually considered three abilities or skills of readers: quick and
accurate word recognition, appropriate use of prosody, and comprehension. Being fluent
was much more than reading words quickly. It was essential that students increased their
accurate and automatic word recognition. However, it was also vital that they used good
phrasing and expression when reading.

30
The Theory of Automaticity in Reading explained why reading fluently was so
important. This theory suggested individuals had limited amounts of attentional
resources available for reading. When attention was given to decoding, students had less
attention to use for comprehension. It then made sense that as students improved in their
word recognition and reading became more automatic, more cognitive resources were
used for comprehension. Once these skills were automatic, focus then moved to the use
of prosodic features-stress, pitch, and suitable phrasing (Kuhn, 2006).
Kuhn’s study suggested two primary approaches for fluency building: unassisted
repeated readings and assisted reading. The unassisted repeated readings approach
involved a student reading a passage repeatedly until a desired level of fluency was
attained. Assisted reading involved a child reading a text with the support of a model
which included a skilled reader, a tape recording, or computer narration (Kuhn, 2006).
Oral recitation lessons (ORL) and fluency development lessons (FDL) both
seemed to have an effect on student learning. Oral recitation lessons included students
reading passages several times to increase fluency levels. Although this was effective for
building fluency, it did not improve comprehension skills. The FDL format which
incorporated teacher modeling, choral reading, and paired practice with short texts had
some success. Fluency-oriented reading instruction (FORI) was designed for whole class
instruction. These strategies were helpful, but were not considered as effective for
students.
Griffith and Rasinski suggested that Readers’ Theater and partner reading were
two practices that helped students to improve fluency skills which increased
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understanding or comprehension. In the article, Griffith shared her experience of adding
Readers’ Theater in her classroom as an attempt to help her students improve their
independent reading skills and comprehension levels. Her goal was to have students
thinking critically about what they read while reading silently. She felt Readers’ Theater
was a practice that bridged the gap between her students’ existing reading skills and
where they needed to be so that they were successful on her state’s high stake tests.
Rasinski also assisted Griffith as her mentor while she added Partner or Paired Reading in
her class. These practices were found to have a dramatic impact on Griffith’s students’
performances (2004).
Another fluency expert, Richard Allington, suggested that children needed a
significant amount of successful reading practice to become fluent readers. This
necessary practice happened when students were reading what Allington referred to as
the “Goldilocks” principle. The books were not too easy or too difficult; they were just
right. Just-right books provided a bit of a challenge, but they were not frustrating to the
reader. It was also important that the book not be too easy.
Some of Allington’s suggested strategies to assist students in their fluency
include: listening to reading which could be a recording or a teacher or another student
modeling proficient reading; reading with a fluent and a less fluent reader as partners that
took turns reading to each other; and choral reading which involved all students reading
the same passage aloud with the teacher.
Allington also suggested that another strategy that fluent readers possessed was
the ability to self-monitor. They recognized when they had made an error and were able
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to self-correct and continue reading. Self-monitoring skills were also something that was
taught to students. All of these activities and strategies came together to improve fluency
which improved students’ comprehension (2004).
Comprehension and Comprehension Strategies
The purpose of reading is for readers to gain meaning from text or to comprehend
what is written. When words are not understood reading often becomes frustrating and
meaningless. The purpose of reading instruction has always been for teachers to instruct
students so that skills were developed and knowledge was increased. The Texas
Educational Agency suggested that to construct meaning from reading required reading
to be the following:
-Interactive: it involves not just the reader but also the text and the context in
which reading takes place.
-Strategic: readers have purposes for their reading and use a variety of strategies
and skills as they construct meaning.
-Adaptable-readers change the strategies they use as they read different kinds of
text or as they read for different purposes. (2002, p. 5)
Strategy instruction has been found to be effective in improving comprehension
skills. A study done by McKeown, Beck, and Blake (2009) compared instruction
techniques that encouraged comprehension. They looked at strategy instruction and
instruction that focused on content. Strategy instruction involved teaching specific
procedures to summarize, make inferences, and generate questions while reading text.
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The other, referred to as, content approach, focused on keeping the students attention on
what was being read and working through the passage to get meaning.
Part of this study included teachers that helped students build background
knowledge. It was discovered that when students made connections with what they were
reading, they were more likely to gain meaning from the material. Teachers, who
encouraged these connections by involving students in before-reading activities and
discussion, helped students build background knowledge. Sharing the purpose of our
reading and introducing some vocabulary significantly increased a child’s chance for
understanding.
In addition to before-reading activities, during-reading and after-reading prompts
assisted students as they read and worked to comprehend what was being read. When
students identified their goal by understanding what was being asked of them, monitored
their progress while they were reading, and evaluated the quality of their answers, they
were demonstrating significant comprehension skills.
It was recommended by McKeown, Beck, and Blake that strategies be taught that
helped students to be able to summarize, infer, and predict through short texts. They also
reminded us of the importance of making connections. Through content instruction,
focus was placed on important ideas and making connections. It was determined that
both teaching strategies and content instruction are crucial for developing readers that
understood what had been read (2009).
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Writing
A recent study by Steve Graham and Michael Herbert from Vanderbilt University
suggested that writing about content classroom material in addition to writing during
reading and writing time was a great learning opportunity. Writing during science, social
studies, and math has been found to be very beneficial to our learning (2011). Not only
did students increase their understanding about the topic studied, but students were more
likely to remember what was read and discussed. In addition to increased understanding
of content area studies, Graham and Herbert suggested that reading and writing skills
were close and reciprocal. This then suggested that if reading helped with writing,
writing helped with reading. If students were able to write about text, then they were
able to better comprehend the text. Graham and Herbert also suggested that when
students wrote about text, it provided the students with a “tool for visibly and
permanently recording, connecting, analyzing, personalizing, and manipulating key ideas
in text” (2011, p. 712).
It was suggested in the book, Focus: Evaluating the Essentials to Radically
Improve Student Learning, that time needed to be provided for adequate amounts of
“reading, writing, and talking each day” (Schmoker, 2011, p. 10). Schmocker stated that
when we allowed students to read for 60 minutes a day and to write for 40 minutes a day
as Richard Allington has suggested, our students’ reading skills naturally developed and
we did not need to use our time teaching for the dreaded state tests (Schmoker, 2011).
Writing was considered very helpful in developing and expanding reading skills.
Writing was not to be something that was haphazardly thrown into the day. Allington
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also suggested that writing tasks should be in-depth assignments. When students spent
ten days on a writing assignment they were much more likely to benefit from the
assignment. Filling the day with shorter lessons was not as effective. Students needed
time to think, process, and finally put their ideas down on paper. When done properly,
writing had an incredible impact on students’ reading (2002).
Differentiation
No two students are exactly alike, therefore, it made sense that teachers should
not try to teach the same thing to everyone. If educators taught to the “middle of the
road” two groups were left behind: those who struggled and those who already knew
what was being taught. Not only was valuable teaching and learning time lost, but
teachers were also setting themselves up for student behavior problems as frustrated or
bored students acted out.
It was suggested by Firmender, Reis, and Sweeny, that the
...disparity in comprehension and fluency levels requires classroom
teachers to extend additional efforts to differentiate instruction and assign
reading content that is above, at, and below grade level to ensure that all
students are simultaneously challenged and engaged in reading. (2013,
p.3)
This was considered a challenge for teachers because of the continued increase in
diversity of the students put into classrooms. Differentiation was no longer an option, it
was a requirement!
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Differentiation was a framework for instruction that took into consideration the
abilities and weaknesses of students. When students were assessed and placed into
flexible learning groups, opportunities were provided for them to learn at their
instructional level with peers that had similar abilities. Of course students were not to
remain in these groups all day long. There were times when they were working with
others with various levels of abilities or as an entire group. However, when it came to
reading instruction, there was evidence that suggested it was most productive when
students worked in groups with students with similar abilities.
There were many ways in which differentiation took place. Gambrell and
Morrow pointed out that in 1999 Tomlinson stated that differentiation took place with
content, process, product, and the learning environment through flexible grouping and
ongoing assessments (2015). This initially required quite a bit of time and effort on the
part of the teacher, but once in place, the progress made was always worth the effort.
A study was conducted to see what benefits were related to the grouping of
students during reading instruction. Whole class instruction coupled with mixed-ability
grouping was determined to be beneficial for the average and above average learners but
students who had difficulties with reading demonstrated minimal improvements
(Schumm, Moody, and Vaughn, 2000). It was suggested that schools must be thoughtful
with their placement of students into groups. However, it was not effective to teach those
who were significantly behind their peers with the whole group or with others with
various levels of skills. Students who struggled to read needed more intensive and
explicit instruction geared for meeting the needs of the individual. This was
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accomplished by placing students of similar abilities into small groups during reading
instruction.
Small group instruction was especially useful when providing the Response to
Intervention (RTI) framework for struggling readers. Stacy L. Weiss suggested that often
those who were struggling to read were also struggling with behaviors that were
necessary for optimal learning: attending to task, following directions, persisting with
challenging tasks which was also known as having issues with Executive Function, and
working independently. With a small group setting, reading skills and learning-related
behaviors were addressed simultaneously (2013).
Small groups provided a student friendly atmosphere that allowed for individual
needs to be met in hopes of progress being made that closed the gap that existed for our
struggling readers. Small groups provided the additional attention that many students
required to be successful learners. Small groups were also beneficial to the teachers
because it allowed time for the teacher to assess and record data in a nonthreatening way.
Summary
There were many areas to consider when developing a high quality
comprehensive reading program that met the needs of all students. Rupley, Blair, and
Nichols pointed out in their study that there were five instructional tasks or content
strands that were the “thrust of reading acquisition” (2009, p. 135). The five areas
included: Phonemic Awareness, Phonics, Fluency, Vocabulary, and Comprehension.
These five areas of instruction were heavily dependent on each other. All played a
crucial role in learning how to read. It was difficult for a student to become a proficient

38
reader when he was lacking skills in one or more of these areas. Students became strong
in each of these areas through direct or indirect instruction and an abundance of practice
(2009).
Areas of focus in reading instruction, along with academic standards, and
differentiation have been researched and reviewed. After considering these areas, it was
discovered that direct fluency instruction and abundant practice for fluency needed to be
added to the reading schedule. This missing link could be responsible for preventing
students from becoming proficient readers. For this reason, I have selected for my
research question, How can fluency instruction, using readers’ theater and paired
reading, impact reading comprehension in the third grade classroom?
It appeared that changes were necessary so that best learning opportunities were
being provided for all students. Chapter Three explains the intended process of adding
direct fluency instruction and abundant practice to current reading instruction practices.
The question How can fluency instruction, using readers’ theater and paired reading,
impact reading comprehension in the third grade classroom? was the basis for the
upcoming changes and data collection.
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CHAPTER THREE
Methodology
Introduction
In Chapter Two I shared my findings as I delved into what experts in education
have found to be essential for balanced and high quality reading instruction. This
information has helped as I have sought to determine if my lack of direct fluency
instruction has had a negative impact on students’ levels of comprehension and low state
test scores. Chapter Three includes an explanation of how I planned to conduct my
research and accomplish my goal of improving my classroom instruction while
discovering How can fluency instruction, using readers’ theater and paired reading,
impact reading comprehension in the third grade classroom?
Research Paradigm and Rationale
My district had invested a considerable amount of time and money into new
curriculum and training for reading instruction. Many colleagues considered it wonderful
to have access to excessive amounts of curriculum and instructional tools, but at times it
had become overwhelming and confusing to have such an abundance. It was my desire
to ensure that all students were being provided with appropriate reading instruction and
ample practice that suited their individual needs. Sorting through the existing curriculum
to determine what could be used during evidence based practices was an important part of
my research.
While reviewing professional articles and other literature for Chapter Two of this
capstone thesis, it became apparent that my teaching methods were weak in the area of
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fluency instruction. My research uncovered techniques or activities that had been proven
to help in the development of reading fluency. Two of these techniques and activities
that drew my attention were Paired Reading, or sometimes called Partner Reading, and
Readers’ Theater.
Paired Reading had been included in some instructional materials that had been
received, but not much consideration had been given to implementing Paired Reading
because it seemed to be just another name for reading aloud with a classmate which was
already taking place in the classroom. My discovery that Paired Reading involved the
teacher strategically placing students with higher reading abilities with students with
lower reading abilities was riveting. The student with higher abilities worked as a tutor to
the student with lower reading abilities. Paired Reading was a method of reading practice
that allowed all students to be engaged and improving reading skills. When students
were working together in this manner, the student with lower reading skills had someone
to guide and help him read. Being the tutor caused the higher level reader to improve his
fluency and comprehension skills. This explanation that Paired Reading was strategic
partner placement caused me to reconsider the value of this activity, and I now
considered it to be an efficient and productive way to increase our practice time.
The value of Readers’ Theater had also been overlooked. Experts in fluency
instruction repeatedly spoke of the marvelous tool Readers’ Theater scripts had been for
increased practice. Not only were the parts read repeatedly, students were expected to
make listening to the performance more interesting by using their voices to create the
characters. This new realization encouraged me to make necessary changes to the
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schedule to allow for this new and exciting form of practice. This new interest in Paired
Reading and Readers’ Theater has caused me to ask, How can fluency instruction, using
readers’ theater and paired reading, impact reading comprehension in the third grade
classroom?
My qualitative research included: reading the research of others on best practices
or evidence based fluency instruction; reviewing existing curriculum and my classroom
procedures; surveying and assessing students to determine their current levels of reading
and individual reading strengths and weaknesses; implementing best practices in fluency
instruction with Paired Reading and Readers’ Theater; and determining the results of
implementing such evidence based practices.
A study in 2003 by Greenwood, Tapia, Abbott, and Walton revealed that
“Accelerated growth in literacy skills is seen to be a product of instruction defined by use
of evidence-based practices that leads to short-term outcomes in reading aloud and silent
reading behaviors…” (p. 96). My desire was to provide the tools necessary for students
to experience these short-term outcomes which, with practice, led to long-term outcomes.
Kathleen Roskos and Susan B. Neuman suggested several evidence based
practices including: explicit instruction, rereading, close reading, grammar, and
technology in their article published in The Reading Teacher, “Best Practices in Reading:
A 21st Century Skill Update” (2014). The use of Readers’ Theater and Paired Reading
appeared to be practices that were included in these recommendations because they
allowed students to reread and use close reading. These practices had been determined
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by several leading literacy experts to be worthy of classroom time, so implementation of
Readers’ Theater and Paired Reading moved forward.
Setting and Participants
The setting in which my research was conducted was in my regular education
classroom. I was teaching one of two third grade classes in a rural, midwestern school.
These children were eight and nine years old. Educational and special needs services
such as occupational therapy, speech, adaptive physical education, Title One services,
and other special education services for students that were in preschool through twelfth
grade were provided. Approximately four hundred seventy-five students and thirty adults
were in the building. I expected twenty-one students with a wide variety of abilities. Of
these twenty-one students, two students had been diagnosed with Autism Spectrum
Disorders. There were additional students with individual education plans (SLD and
EBD). One paraprofessional was assigned to one or more students with special needs.
One of these students was considered to have limited understanding and limited verbal
skills.
This midwestern region depended on the local mining industry and many
members of the community were employed by these mines. During my research, many
of the mine workers had been laid off for a significant period of time. This economic
change had been difficult for many. We were considered a low income school.
Twenty-two of the forty-three (51%) third grade students qualified for free or reduced
lunch. The school qualified for Title One funds because of the high rate of those who
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received free or reduced lunch. The mines had started to resume operation and many of
our parents were returning to work.
In addition to students living in poverty, we were also dealing with an increase in
drug abuse in our community. There had been a significant increase in the use of
methamphetamine and heroin. Drug and alcohol abuse continued to interfere with the
stability of the homes in which several of our students lived. We also had many students
living in stable and secure homes.
The discrepancy in living situations and circumstances revealed itself in our
classrooms regularly with varying degrees of attitude, attendance, ability, and
achievement. These differences often interfered with student learning. However, I did
not believe our school was any different than most schools in our area, state, or even in
our nation. We had challenges and needed rise to the occasion by instructing our students
in a way that allowed them to advance in their level of learning and understanding. It was
my goal to determine how I could make necessary changes in my teaching by
asking, How can fluency instruction, using reader’s theater and paired reading, impact
reading comprehension in the third grade classroom?
Methods
To accomplish the goal of completing my capstone thesis, I did the following:
1. Letters of Consent were given to parents of students who were
invited to participate in this study.
2. The research of others was studied to determine evidence based
practices or best practices in fluency instruction.
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3. A review of the State Academic Standards and Common
Core Standards was conducted to ensure all areas of reading
instruction were familiar to me and all topics were bing covered
throughout the school year while paying close attention to fluency and
comprehension.
4. A review of my district’s existing curriculum and teaching tools
was conducted to determine what was available to assist me in
assessing and instructing my students.
5. Additional articles on fluency instruction were read to determine best
methods of implementation for Paired Reading and Readers’ Theater.
6. Current teaching practices were considered. It was necessary to decide
what methods or practices I would continue to use and what practices
should be eliminated. This allowed time for new practices.
7. A schedule was created to show the amount of time
that was used for fluency instruction.
8. A review of students’ previous year’s achievement data was
conducted. This review allowed me to be aware of any special
circumstances, which included special education needs.
9. Assessment of students took place. Students were asked to
respond to a reading survey to determine interests and hesitations
about reading.
10. Students current skills in reading were studied to find weaknesses that
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could prevent a student from becoming a fluent reader. These
assessment scores were also used to determine groups and partnerships
for the evidence based practices that were implemented.
11. I put the determined evidence based practices of Readers’
Theater and Paired Reading into place.
12. Regular reassessments took place to determine that adequate
progress was made by students. The STAR 360 Reading
Assessments, the Bookshop Reading Assessments, and the Words
Their Way Spelling Assessments were used for these
measurements. Changes were made as needed to groups based on the
results of these assessments.
13. Upon the completion of the Minnesota Comprehension Assessments
and the conclusion of the school year, the student data was
analyzed and preparation for reporting the results of this research
was made.
Tools
Several assessment tools were used to make necessary determinations for the
research of my thesis question, How can fluency instruction, using readers’ theater and
paired reading, impact reading comprehension in the third grade classroom? End of the
year student data from the second grade teachers along with IEP information from the
special education teacher was requested. These records provided data that assisted in
preparing for all students.
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Reading surveys were used to reveal each child’s personal feelings toward
reading important information regarding reading in the home. It was believed that
including this data was beneficial for the educator as reading levels were identified and
groups were formed for instructional purposes.
Assessments to determine current independent and instructional reading levels,
fluency, comprehension, vocabulary, and spelling were administered to the class.  Those
struggling were also assessed for oral language, phonemic awareness, and phonics.
Data Analysis
There were two major areas for which data was collected and reviewed. These
two areas included: First, current reading instruction practices along with the evidence
based practices that were recommended by leaders in fluency instruction. The second
area was student data that provided information about the growth of the students in the
classroom throughout the school year. Student assessments were given at the beginning
of the year and during each quarter to determine if students were making adequate
progress toward the goal of fluently reading and comprehending at appropriate grade
levels.
Summary
As preparation began for the research and implementation of my capstone topic,
How can fluency instruction, using readers’ theater and paired reading, impact reading
comprehension in the third grade classroom?, it was important to remember that learning
to read fluently was a complex skill that required a tremendous amount of effort and
practice by the individual learning to read. It was the responsibility of the educator to
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determine where each child was academically, whether he was at grade level, and to
create a plan that moved him along to the desired level. When evidence based practices
were put into place, it was much more likely that students were making adequate progress
toward reaching the goal of being fluent and comprehending readers. The removal of any
non-evidence based practices would allow for the additional time that was necessary to
implement the desired practices.
Reviewing existing data from the previous school year and current IEPs helped to
prepare me for the implementation of a high quality, evidence based reading fluency
program. Assessing students during the beginning of the school year assisted in
determining individual goals for students and small group placement. This also helped
students to focus on areas of weakness that could be made strong while striving to reach
the expected grade level achievement. It was believed that improvement in these weak
areas would help to produce proficient and fluent readers. As students worked toward
their goals, growth was measured to determine adequate progress. Programming and
planning changed as needed to ensure all were moving forward and showing growth.
At the conclusion of the school year, final assessment data was gathered to
determine the effect that implementing the practices listed in my research question, How
can fluency instruction, using readers’ theater and paired reading, impact reading
comprehension in the third grade classroom? had in my classroom. Chapter Four
includes the details of implementation of Paired Reading and Readers’ Theater in my
third grade classroom.
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CHAPTER FOUR
Results
Introduction
In Chapter One my journey of lifelong learning and my desire to assist all
students in becoming proficient and fluent readers was explained. Reviewing my current
reading instruction practices and learning more about current best practices in reading
instruction has caused me to ask, How can fluency instruction, using readers’ theater and
paired reading, impact reading comprehension in the third grade classroom?
Chapter Two included my literature review of best practices in reading
instruction. Topics reviewed included: State Academic Standards and Common Core
State Standards, evidenced based or best practices in reading instruction,
phonemic/phonological awareness and phonics, spelling and vocabulary, fluency,
comprehension and comprehension strategies, writing, and differentiation. When I
considered my current reading instruction practices, it was the area of fluency instruction
that was determined to be weak.
Chapter Three described my current school setting and the dynamics of my
current classroom population. The rationale behind my desired research and the methods
and tools I used during my research were also explained in Chapter Three.
This chapter describes the timeline of events and activities that took place
throughout my study of How can fluency instruction, using readers’ theater and paired
reading, impact reading comprehension in the third grade classroom? Two forms of
fluency instruction were implemented over two-ten week periods, Readers’ Theater and

49
Paired Reading. I will now explain how these activities were conducted throughout my
research period.
Letters of Consent
Prior to student involvement in my research, letters of consent were sent to my
superintendent, principal, and the parents or guardians of my twenty-two students.
Copies of these letters are located in Appendix A. These letters explained what was
about to take place in the classroom, how contact was made if there were any questions
or concerns, and sought parental permission for student participation. Twenty of the
twenty-two students returned signed consent slips. Additional copies were delivered to
the two students’ parents or guardians that had not returned the consent forms. The
students’ parents or guardians never returned the signed consent forms. For this reason
two of my students were allowed to participate, but all of the data for these two students
was excluded from this study. Another student’s data was excluded because he attended
reading classes with another teacher due to his individualized education plan. Data was
collected on nineteen of my twenty-two students. With consent forms returned, research
began. The project start date was determined to be November 7, 2016.
Initial Assessments
My school administration required students’ reading skills assessments to be
completed by the end of September. These initial scores were reviewed and were
determined that the scores were recent and thorough, therefore, they were appropriate for
baseline scores. Assessments used for these initial scores included Bookshop Reading
curriculum assessments and the online STAR 360 Reading Assessments. These
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assessments provided the participants’ current instructional and independent reading
levels, comprehension levels, fluency levels, and overall “scaled scores.” See Appendix
F for Table 1-Bookshop Reading and STAR 360 Assessments-Initial Scores. This table
and all other tables used in this report are located in Appendix F.
Bookshop Reading used the Fountas and Pinnell Text-Level Gradient to determine
a Targeted Text-Level Standard. The desired text-level for third grade students at the
conclusion of the school year was level P. Level O was considered the minimum
text-level for third grade students to be considered “at grade level.” This assessment was
an individual one-on-one assessment with the teacher. A student read leveled passages to
the teacher until he reached a determined number of miscues. Once the “instructional
reading level” was determined, fluency and comprehension components of the
assessment were administered. Based on this assessment, twelve of the nineteen students
participating in this research were reading at the desired minimum level of level O or
higher.
The Bookshop Reading Assessment also measures fluency. Once a student had
reached his instructional level, the student read the passage aloud for one minute.
Miscues were recorded and subtracted from the total number of words read in that
minute. This final count was considered the measurement for “Words Per Minute” read
or the students’ Oral Reading Fluency Score. The Bookshop Reading Assessment
considered an end of the year oral reading fluency rate of 110 words per minute while
reading a level O passage to be “grade level.”
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Reading Comprehension was determined by the Bookshop Reading Assessment
by finding the instructional reading level and then having the student retell the details of
the passage in sequential order. Students were also asked three scripted questions to
determine if they were able to remember key information. A total score of up to six
points was received for this comprehension score. Up to three points was given for the
recall or retelling of the passage and up to three points was given for the correctly
answered questions. Students had to score a minimum of four points, two points in each
area, to be considered comprehending that passage. See Appendix C for copies of the
Bookshop Assessment tools used for this research. Eighteen of nineteen students scored
four points or more at their current instructional reading level. Eleven of the twelve
students who were reading at level O or higher were also comprehending well.
The STAR 360 Reading Assessment was also administered. A third grade student
was considered to be at the 50 percentile level on the STAR 360 Reading Assessment
when a fall or beginning of the school year score of 357 was obtained. Initial STAR 360
scores revealed that eight of nineteen students had scores of 357 or greater.
Estimated Oral Reading Fluency levels are measured by the STAR 360 Reading
Assessment in words per minute or WPM. To be at the 50 percentile level a student
needed a fall score of 84 WPM. These scores revealed that eight of nineteen students
were reading at the desired fall fluency level.
I also reviewed the assessments used for our spelling skills. Using the Words
Their Way Spelling Assessment helped to identify anyone who was lacking grade
appropriate phonics skills. See Appendix D for copies of the assessment. All but one
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student participating in this research were reading at an instructional reading level of J or
higher. One student was found to be reading at level F. Level F was considered to be a
first grade reading level. Spelling scores confirmed that basic phonemic awareness,
including knowledge of vowel sounds, was in place for all students except for the one
student.
Second grade teachers were contacted about the student who was reading at Level
F. I referred to this child as Student #17 throughout this report. It was explained to me
that this child has had significant lagging skills for several years. Past teachers had
recommended that this child be tested for learning disabilities, but the parents refused the
testing. The Special Education teacher was contacted about Student #4. This child had
been diagnosed as being on the Autism Spectrum. She read words above grade level,
however, she was unable to retell what had happened in the passages that she read. The
special education teacher confirmed that she had amazing decoding skills and did well
with spelling. However, she was often unable to understand and draw meaning from the
words that she read.
These assessments and conversations with past educators had provided the data I
had determined necessary for my research, with the exception of a measurement of how
students felt about reading at home and at school. To determine how students felt about
reading, two surveys were given to the students to complete. Each survey included
several questions about reading. Two particular questions on each survey would be used
in this study. These surveys are included in Appendix B of this thesis.
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The first survey I used was called “Elementary Reading Attitude Survey” or what
I referred to as the Garfield Survey. This survey was designed by Kear (1990) and had
twenty questions. Students were asked to circle one of the four pictures that best
represented how they felt about the statement or question. The pictures included were
labeled by the creator: Happiest Garfield, Slightly Smiling Garfield, Mildly Upset
Garfield, and Very Upset Garfield. This survey was selected because of the fun and
inviting way the survey was written and because many students were very fond of
Garfield. Of the twenty questions, I looked at two particular questions : Question #3 How do you feel about reading for fun at home? and Question #13 - How do you feel
about reading in school? The pictures of Garfield were assigned a value from 1-4:
Happiest Garfield = 4, Slightly Smiling Garfield = 3, Mildly Upset Garfield = 2, and
Very Upset Garfield = 1. These numbers were included on Tables 2 and 13 of this thesis.
See Appendix F - Table 2- Elementary Reading Attitude Survey or Garfield Survey for
the 19 students’ original responses to these questions.
The student responses for question #3 - How do you feel about reading for fun at
home? were as follows: five students selected Happiest Garfield, four students selected
Slightly Smiling Garfield, six students selected Mildly Upset Garfield, and four students
selected Very Upset Garfield.
The student responses for question #13 - How do you feel about reading in
school? were as follows: five students selected Happiest Garfield, seven students
selected Slightly Smiling Garfield, five students selected Mildly Upset Garfield, and two
students selected Very Upset Garfield.
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It appeared that ten of nineteen students disliked reading at home. This result
included all students that selected a picture valued at one or two points. Seven of nine
students were not happy about reading in school. This result also included all students
that selected a picture valued at one or two points. One child strongly disliked reading at
home and school. Three students strongly disliked reading at home and disliked reading
at school. One child strongly disliked reading at school and disliked reading at home.
One child disliked reading at home and school. Four students had a more favorable
opinion about reading at home than school. One student disliked reading at home, but
selected the Happiest Garfield when he gave his opinion about reading at school. There
were also eight students that selected pictures that gave both reading at home and at
school a Happiest or Smiling Garfield response, which indicated a favorable attitude.
The second survey, “Reading Interests Survey,” was created by Kelli Sbalbi and
was purchased from Teachers Pay Teachers. This was a brief survey with nine questions
about an individual’s reading interests. Two particular questions or statements were to be
included in this research. “Do you enjoy reading?” was answered with a reply of “Yes,”
“No,” or “Sometimes.” The other statement, “I think I am a/an ______ reader.” was
answered with “Excellent,” “Good,” “OK,” or “Poor.” These surveys were given at the
start of the research project and would be given again at the end of the school year. See
Appendix F - Table 3 - Reading Interest Survey Fall 2016 for the nineteen student
responses for these questions.
Students answered the question, “Do you enjoy reading?” as follows: Seven
students replied with yes, three students replied with no, and nine students replied with
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sometimes. Students completed the statement, “I think I am a/an _____ reader.” with the
following: four students selected excellent, thirteen students selected good, and one
student selected ok. One student did not complete this statement. All initial assessments
had been gathered. It was now time to move forward with preparing students and myself
for the implementation of fluency instruction.
Preparing for Research
Explicit fluency instruction was lacking in my reading instruction routine.
Articles and journals about reading fluency instruction were studied. Readers’ Theater
was suggested to be a helpful activity by experts, Richard Allington and Timothy
Rasinski. Preparations were made to add specific fluency instruction to the classroom
routine.
Part of my preparation included finding Readers’ Theater scripts. Online websites
and blogs were searched and materials were downloaded and ordered. Regular
discussions during our morning meetings about the importance of being proficient and
fluent readers took place. These chats provided natural opportunities for the introduction
of Readers’ Theater. The reaction of the students about Readers’ Theater was positive.
Students seemed very interested and excited about including the scripts as part of their
reading instruction.
Implementing Readers’ Theater
Scripts were distributed and introduced on Mondays. Copies of all scripts that
were used during this ten week trial of Readers’ Theater are included in Appendix E.
Students were expected to practice at home and during read-to-self or read-to-friend time.
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Fridays were performance days. Entire cast practice sessions were held for fifteen
minutes on Friday mornings and the final reading was held on Friday afternoons.
Adding Readers’ Theater to our routine required only slight changes to the schedule
because students were expected to do the majority of their preparation at home.
All groups used the same script for our first experience with Readers’ Theater.
Throughout the study we tried various scripts and different groups of students. When
groups were created, consideration was given to individual reading skills, students’
interests, and the number of characters or cast members that were required for the scripts.
All twenty-two students were involved in Readers’ Theater even though I tracked only
nineteen. Once groups and scripts were determined, we were ready to begin. Please
note, copies of all scripts are found in Appendix E.
Week One: Our first play was The Brementown Rappers (based on The
Brementown Musicians) (Martin, 2002). I chose a story that was a personal favorite and
an easier script that was used by all groups as our introduction to Readers’ Theater.
Students were placed into five groups. Each group had students with various levels of
reading skills. I assigned the parts to the students. The classroom aide and I were also
included in these groups. We discussed the importance of following along and always
knowing where we were in the script. We also covered how to speak to make the final
reading more interesting for our audiences. Students were reminded that it was very
tedious and boring if cast members did not know their parts and the group had to wait for
people to find and then read their parts.
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Scripts were handed out. Each student received two copies of the script. One
copy remained in school and the other copy was to be kept at home. The copies had parts
highlighted. Students seemed excited and all reported that they had practiced the script at
home. Friday’s performance went well. Some students were not as prepared as I had
expected, but all participated and commented positively about Readers’ Theater.
Week Two: Students were put into four groups. These groups had readers with
various levels of reading skills. Two groups performed The Emperor’s New Hair (based
on The Emperor’s New Clothes) (Martin, 2002) and two groups performed The Three
Little Elephants (based on The Three Little Pigs) (Martin, 2002). These scripts were
chosen because all students were familiar with the original stories and the students’
interest levels were high. Students were given two copies of the scripts with parts
highlighted. One copy was to stay in school and the second copy was to go home with
the student. We continued with the expectations of practicing at home and fifteen
minutes on Friday morning for group practice. The final production was performed
Friday afternoon. Once again students reported that they were enjoying the plays and
they also liked that we had more than one play performed that week. Some of the
students reported that they were not getting help at home and it was difficult to remember
to practice when at home.
Week Three: This was a short, holiday week. No Readers’ Theater scripts were
assigned.
Week Four: Four groups were created for this week’s assigned reading. This
week included two groups of students with lower reading abilities and two groups of
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students with higher reading abilities. Four different plays were assigned. The two
groups with lower reading skills performed the phonics based scripts: Sam & Cam’s
Snack (Chanko, 2009) and The Best Pet (Chanko, 2009). The reading groups with higher
reading skills performed Harriet (Shepard, 1993/2014) and The Baker’s Dozen (Shepard,
2004/2014). Students were given two copies of their scripts with parts highlighted. One
copy was to stay in school and the second copy was to go home with the student. All
groups seemed very satisfied with the length and difficulty of their assigned scripts.
Interest remained high, but once again several did not practice at home. Changes
were made to the weekly schedule to provide two in-class practice sessions. This
additional class time was appreciated by the students. Read-to-self or read-to-friend time
remained an optional practice time. Whole group practice continued to be on Friday
morning with the final performance Friday afternoon. Students did well. However, one
particular student who was an excellent reader, continued to struggle to keep focused and
ready to read her part. Again, the students stated that they liked the variety and preferred
when different plays were performed.
Week Five: This week three groups were formed. I selected The Three Billy
Goats Gruff (Adsit, 2010/2013) for a group of lower level readers. Two mixed ability
groups worked with A Riddle Maker Saves the Day (Linde, 2003) and Davy Crockett:
Fact or Legend (Linde, 2003). Once again students were given two opportunities to work
independently on their parts and one opportunity to work with their groups in addition to
any independent or partner reading time of their choosing. The final performances held
the audience’s attention. Students were using their voices to make the characters more
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interesting. More expression and an occasional accent were used during these
performances. Students enjoyed watching their peers perform.
Week Six: Three groups of mixed ability levels were formed. This week a few
students with lower reading skills were purposely assigned parts that required more
reading than they had been assigned in the past. The purpose of this was to see if those
with lower skills would work to become proficient and fluent with their parts. This
week’s scripts included: The Ugly Woodpecker (based on The Ugly Duckling) (Martin,
2002), Little Late Riding Hood (based on Little Red Riding Hood) (Martin, 2002), and
Millions of Cats (Shepard, 1993/2014). Students practiced twice independently or with a
partner during class time and once as a group before the performance. They were also
allowed to read during read-to-self or read-to-friend time. Several students practiced at
home and during independent reading time in addition to the time allotted during our
class time. It was encouraging to see those who read well helping those that struggled.
Performances went well.
The STAR 360 Assessment was also given this week to measure student growth in
the areas of Scaled Score and Estimated Oral Reading Fluency. The Scaled Score aided
in determining overall comprehension skills. See Appendix F, Table 4-Reading
Assessment Scores - September 2016 - December 2016.
To reach the 50 percentile mark, Winter Scaled Scores were to be 392 or greater.
The desired Winter Estimated Oral Fluency Rate score was now 95. Sixteen students
increased their scores. Ten students were now at the 50 percentile score or higher in both
areas. Three students’ scores dropped. Two of these students with lower scores three
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continued to be above the 50 percentile score while one of these three students fell below
the 50 percentile score. Seven of the nine students that remained below the desired score
saw significant increases ranging from 39 to 87 points. Two of the nine students saw
small gaines with increases of 2 and 7 points.
Week Seven: This was a short, holiday week. No Readers’ Theater scripts were
assigned.
Week Eight: Two mixed groups were formed this week. The Princess Mouse: A
Tale of Finland (Shepard, 2004/2014) and The Gifts of Wali Dad: A Tale of India and
Pakistan (Shepard, 2004/2014) were the scripts for the week. Students were given two
copies of the scripts with parts highlighted. One copy was to stay in school and the
second copy was to go home with the student. Students continued to practice during
class time. Several students stated that they were “too busy” to practice at home. Some
students’ interest seemed to be lagging. Performances were adequate. One student who
struggled to read put extra effort in this week’s readings. He successfully performed his
part and he seemed very pleased with his performance.
Week Nine: All students were assigned to one script that had twenty-two readers,
The Legend of Lightning Larry (Shepard, 1993/2014). There was some hesitation to
assign this script because of the cowboy theme that included the use of gun noises. A
discussion was held to talk about the importance of acting responsibly while reading this
play. The students agreed to act appropriately during this reading. The script was
assigned. Students practiced frequently and enjoyed the story. This script was by far the
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best play we had performed during this project. All students said this was their favorite
play and they wanted to read it again and again.
The STAR 360 Assessment was given to measure student growth in fluency and
comprehension. This was a second “winter” assessment to determine if progress had
been maintained during our winter break. See Appendix F-Table 5 - STAR 360 Reading
Assessment Scores September 2016-January 2017.
The January assessment scores were mixed. My initial reaction to the test scores
was shock. The scores ranged in students’ scores decreasing as much as 115 points to
increasing by 169 points. Nine students’ scores went down, one student’s scores
remained the same, and nine students increased their scores. Nine students were once
again below the desired Winter Scaled Score of 392. However, one student had scored
428 on the Scaled Score in December and now had a January score of 339. This was a
loss of 89 points. Another student who had been below the desired scores for both
previous tests now had an impressive score of 451. This was an increase of 108 points
since the December test and 191 points since September.
It was important to note that the Estimated Oral Reading Fluency Scores were
directly related to the Scaled Scores. In other words, the same ten students who have
scaled scores of 392 or greater were also at or above the desired Estimated Oral Reading
Fluency rate of 95 WPM. This correlation was part of the assessment design.
Week Ten: Four groups of students with various skill levels were selected. I
presented the scripts and allowed the students to self-select from four scripts. I pulled
names out of a can to determine who chose first, second, and so on. The scripts included
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two phonics based plays, Mike Rides a Bike (Chanko, 2009) and Hugo’s Unicorn
(Chanko, 2009), a tall tale, The Legend of Slappy Hooper: An American Tall Tale
(Shepard, 2004/2014), and one fantasy, The Walking Sticks Buy Shoes (Linde, 2003)..
Students were given two copies of the scripts with parts highlighted. One copy was to
stay in school and the second copy was to go home with the student. Time was given on
two days to work independently or with a friend in the same group, and whole group
practice was held the morning of the performance. Performances went well. A
discussion was held after this final performance. Some students were no longer
interested in doing Readers’ Theater while others wanted to continue. It was explained to
the students that we had reached the end of our second quarter and research with
Readers’ Theater was complete. Readers’ Theater was now an optional reading activity.
Week Ten also included the Bookshop Reading Assessment. See Appendix F for Table 6
- Bookshop Reading Assessments Fall 2016 - Winter 2017.
The growth varied from increasing one to six reading levels. Fourteen of nineteen
students were now reading at level P or higher. Two of the five students that were still
below the desired Level P were reading at Level N. The other three were making
improvements, however, they were still significantly below the desired Level P with one
at Level J and two at Level K. These individuals were participating in interventions that
were put into place at the beginning of the school year - Title One, small group
instruction, and an after school Targeted Services group. These students exhibited
progress, but it was extremely slow.
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Week Eleven and beyond: A small group of students continued to practice
reading by using scripts that had been kept from our project and from materials they had
found online. Eventually only two students continued to show interest in reading the
scripts, and they decided two readers were not enough to produce fun and interesting
plays.
Implementing Paired Reading
While reading about fluency instruction a few different articles had suggested the
use of a strategic form of partner reading called Paired Reading. Read-to-friend partner
reading had been used in the classroom for several years. Paired Reading was different
because it required the teacher to create partnerships based on reading skills. A more
proficient reader was paired with a less proficient reader. The more proficient reader in
each partnership served as a tutor. Care was given by the teacher when creating these
partnerships to avoid boredom and frustration for the more proficient reader. The less
proficient reader selected appropriate materials for his reading level and read aloud to his
partner. The more proficient partner carefully followed along watching for proper
pronunciation, prosody, and comprehension. The student acting as the tutor made
necessary promptings and corrections. The reader with higher skills also read aloud to
demonstrate desired reading skills.
At the conclusion of our second quarter, reading assessments were completed.
These scores included measurements in reading level, fluency, and comprehension and
would be used for the creation of assigned reading partners for Paired Reading. These
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scores were shared previously in this report. See Appendix F for Table 6 - Bookshop
Reading Assessments Fall 2016 - Winter 2017 for these scores.
The entire class participated, but only those who had permission slips on file
would be tracked. Students’ partnerships were determined by ranking students by skill
levels. Each student was assigned a number using the numbers one through twenty-two.
The top reader was given the number one and my least proficient reader was given the
number twenty-two. Reader number one was placed with reader number twelve, reader
two with reader thirteen, reader three with reader fourteen, and so on.
The top readers were placed with a peer who was in the middle level and the
middle leveled readers worked with the lower leveled readers. Care was used to
determine compatible personalities when creating these partnerships. The more
proficient reader in each team acted as the “tutor.” The less proficient reader selected
appropriate leveled reading materials and read aloud to the tutor. The tutor followed
along carefully watching for proper pronunciation, prosody, and comprehension. Tutors
made corrections and demonstrated proper reading skills. The reader with higher skills
also read aloud to demonstrate desired reading skills. Paired Reading was held for
approximately fifteen-twenty minutes one-three times a week for ten weeks. We began
the week of January 23, 2017.
Week One: A class meeting was held to announce that another form of fluency
instruction was about to begin. Clarification about how partners were chosen and role
expectations were explained. Students were reminded that all have different areas of
strengths and weaknesses. It was also explained that this form of reading practice, if
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done properly, was expected to help everyone improve their reading skills. All agreed
that they would participate and be helpful team members. Discussions also included the
importance of using our time efficiently. Students knew they were expected to get started
quickly and stay on task for the entire allotted time. This required the person choosing
the reading material to plan ahead and to be prepared when it was time to begin.
Assigned partners were announced and the list was displayed on the bulletin
board. Students were told that partnerships would be reviewed at the midpoint of our
research or in about five weeks. Students found their partner, selected reading materials,
and began to read. Those acting as tutors seemed very serious about the role they were
fulfilling. It was enjoyable to see the less proficient reader engaged and striving to read
well with his peer. It was a successful initial Paired Reading session. During our first
week we practiced Paired Reading three times.
Week Two: Students worked with their assigned reading partner twice. Students
continued to work well together. All were prepared and able to start right away. Again
students seemed serious about this form of practice and were able to remain on task for
the entire fifteen-twenty minutes. Students also commented that the time went quickly
when it was announced that our Partner Reading time was over.
Week Three: Students continued to be excited about working with their peers.
Students practiced three times during this week. Things continued to go smoothly. Two
students had difficulty selecting material, but they eventually found something that
interested them and they were able to start with little time lost. We also took the STAR
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360 Assessment. See Appendix F - Table 7 - STAR 360 Assessment Scores September
2016 - February 2017.
The results of this assessment were once again mixed. Eleven of the nineteen
students had now reached the desired winter scores of 392 for a scaled score and 95 for
Estimated Oral Reading. Only four students showed steady growth. Two of these four
students with steady growth were above the desired score of 392 and two were
significantly below the desired score. Three students actually had scores that were lower
than their September scores. It appeared to be common for this group of students to have
a decrease in scores and then rebound during the next assessment.
Week four: This week students met together twice. Students quickly began
reading and remained focused on helping one another. I was able to circulate around the
room and listen to the students read. Several students were taking their role as tutor very
seriously. Again all remained on task the entire time.
Week five: This was a short week, so students met just once. Several students
had inquired if Paired Reading time was scheduled, but additional time was unable to be
scheduled. Excitement for Paired Reading remained high! When asked how the teams
were working, all students agreed that the teams were working efficiently and they did
not want to change. Students had reached the midpoint of the Paired Reading research.
The latest assessment scores showed growth, but did not require adjustments to
partnerships.
Week Six: Students participated in Paired Reading twice. All students were
fulfilling their roles well. Students were using their reading time efficiently and little

67
preparation was required of me for this method of fluency practice. Students continued
to enjoy reading with their peers and no complaints were made. The STAR 360
Assessment took place again. See Appendix F for Table 8- STAR 360 Scaled Scores
-September 2016 - March 2017. and Appendix F for Table 9 - STAR 360 Estimated Oral
Fluency Scores September 2016 - March 2017
Student scores varied. Fourteen of nineteen students increased their scores from
the February scores. The scores now ranged from the lowest scaled score being 142 to
the highest scaled score of 720. Fluency correlated with the scaled scores. Fluency rates
ranged from 42 WPM to 170. Ten of the nineteen students were now above the desired
spring scaled score of 436 and fluency rate of 105 WPM. Another student had been
beyond this score in February, but had now dropped just below the score with 431. When
compared to their September scores, two students actually scored lower in March than
they had in September. Student #3 had the following scaled scores: 400, 374, 259, 405,
395. Student #3 was struggling with ADHD and the knowledge that he would be
moving soon. Student #4 had the following scaled scores: 200, 239, 130, 93, 186.
Student #4 was diagnosed with ASD and struggled to get meaning from her above grade
level reading level. Seventeen of the nineteen students had increased their scores
anywhere from thirty-two to two hundred forty-nine points points since September.
Week Seven: This was a short week, but we were able to hold two Paired
Reading sessions. Two students had difficulty selecting reading materials on our first
session of the week. Encouragement was given to select quickly and get started. They
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did so. Students worked well and efficiently during this reading time. Students
continued to say positive things about Paired Reading.
Week Eight: Paired Reading was held on Tuesday and Thursday of this week.
Two students were unable to participate. Partners were temporarily reassigned so that all
remaining students were able to participate. After the shuffle of students, all went to
work quickly. Again students helped one another and were productive!
Week Nine: Students met together twice this week. Several students struggled to
stay on task during Paired Reading. Students began chatting and little reading was taking
place. Reminders were given to the groups about the importance of using our time
wisely. Most of the students settled in and started reading. It was also the end of the
third marking period. Bookshop Reading Assessments were started in preparation for
report cards.
Week Ten: This was the final week of Paired Reading. Students participated in
two sessions of Paired Reading. Students quickly selected materials and got busy right
away. Final Bookshop Reading Assessments were completed this week. See this data in
Appendix F - Table 10 Bookshop Instructional Reading Levels: Fall, Winter, Spring.
End of the Year Assessments
Both forms of fluency instruction were implemented and put into practice for ten
weeks. The school year was quickly coming to an end. Assessments were given to
measure students’ academic growth. This information was used for required district
reports and for this capstone thesis.
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The final one-on-one Bookshop Reading Assessments revealed that all but three
students reached the desired reading level of P. Twelve of the nineteen were reading at
level W. Although three did not reach the level of P, one made significant progress.
Student #17 went from reading at a level F in the fall to reading at level K in the spring.
This was an increase of five levels. The other two students, student #5 and Student #10
started at level J and completed the school year at level L. Based on these scores,
recommendation was given to next year’s fourth grade teachers to watch and consider
testing this student for learning disabilities. These students were recommended for
Special Education testing in the past. Parents were not willing to consent to these
assessments at that time.
The Bookshop Comprehension Assessment was included in this end of the year
assessment. See Appendix F Table 11 - Bookshop Reading Comprehension Scores- Fall,
Winter, Spring. These scores revealed that students reading at their appropriate reading
level were understanding the words that they were reading. Although reading and
fluency levels increased, students #3, #4, and 17 did not reach the minimum score of 4
out of 6 possible points at least once during the three assessments.
Two of these students had special circumstances and these scores were expected.
Student #3 was diagnosed with Autism Spectrum Disorders. Although she read well and
memorized spelling lists, she was unable to retell a story or give details when asked about
a passage that she had read . She often answered with information that was not in the
story. This inability to recall key ideas was once again exhibited during the final
assessment. After reading a passage about a girl that had warned many people who were
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on a beach that a tsunami was coming, the scripted question that was asked was, “Based
on what you read about this girl, what is your opinion of Tilly.” Student #3’s reply was,
“She has a pretty dress on?” There had been no mention of the girl’s clothing in the
passage. The student was expected to give a character description of Tilly being brave or
courageous.
Student #4 struggled with ADHD and was moving to another town and school
when the school year is over. His ability to concentrate and remain on task dropped in all
subjects.
Student #17 was significantly below grade level. It had been suggested by
teachers for several years that this child be tested for a learning disability, but the parents
refuse the testing.
Reading fluency skills were also assessed using the Bookshop Reading
Assessments. See Appendix F Table 12 Bookshop Fluency Scores - Fall, Winter, Spring
for these scores. The desired spring score for this assessment is 110 WPM while reading
Level O passages or higher. Eleven of nineteen students were reading at this desired
level or higher.
The state comprehensive assessments were also administered. See Appendix F,
Table 13 End of the Year Final Assessment Compilation, for the end of the year data
including the MCA scores. Ten of the nineteen or 52.6% of students met or exceeded the
standards with scores of 350 or greater. Three students partially met the standards with
scores of 347, 348, and 349. The following figure shows the results of the State
Assessment that the 19 students in my class received during spring of 2017.
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Figure 1. State Reading Assessments of a Midwestern Third Grade Class

While looking closely at the students’ individual scores in all areas, eight of the
ten students who met or exceeded the standards, were reading at level O or beyond and
had a fluency rate of 110 WPM or more. The two students who also met or exceeded
were reading at level W and had fluency rates of 97 and 74.
Figure 2. Evaluation of Individuals Who Met or Exceeded the State
Assessment Standards.
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When looking at the nine students who did not meet or exceed the standards, there
were three students who could be placed into each of the following categories: Reading
at Level O+ & 110+ WPM, Reading at Level O+ & <110 WPM, and Reading Below
Level O & < 110 WPM. I believe these numbers help support the idea that
comprehension does indeed require adequate skills in reading level, fluency, and what I
will call “other areas,” which would include the ability to problem solve and stay on task.
Two of the three who were found to be “Reading at Level O+ & 110+ WPM”
were reading at level W and had fluency rates of 125 WPM and 149 WPM. The MCA
scores were 347 and 348. They fell just below the cut score of 350. It would seem that
these students have the ability to meet the standards, but inexperience in taking the test,
or any other number of reasons may have prevented them from scoring the additional 1-2
necessary points. The third student in this category was reading at level P with 112
WPM. This student’s MCA score was 337. I would suggest that this student does indeed
have the academic skills to successfully read and comprehend, however, executive
function skills were lacking. This would explain his “Does Not Meet” status on the state
test.
When considering those who were “Reading at Level O+ & <110 WPM” one
student missed the cut score of 350 by one point. This student was reading at level R
with a fluency rate of 71 WPM. This student’s reading level, fluency rate and MCA
score would definitely lead me to suggest more fluency building activities for this
individual. Increased automaticity might free up attentional resources that would allow
this student to better comprehension skills.
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The final category for those who did not score 350 or higher on the MCA,
Reading Below Level O & < 110 WPM, included the three students who were reading at
levels L and K and had fluency rates of <87 WPM. The MCA scores were 303, 319, and
333. These students continued to struggle considerable differentiation had taken place.
These students were flagged for possible testing for Special Education services.
Table 3.  Evaluation of Individuals Who Did Not Meet the State
Assessment Standards

The attitude and interest surveys were also given at the end of the school year.
See Appendix F: Table 14- Elementary Reading Attitude Survey or Garfield Survey Fall
2016 - Spring 2017 and Table 15 - Reading Interests Survey Fall 2016 - 2017.
The student responses for question #3 - How do you feel about reading for fun at
home? were as follows: four students selected Happiest Garfield, three students selected
Slightly Smiling Garfield, six students selected Mildly Upset Garfield, and five students
selected Very Upset Garfield. One student was absent.
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The student responses for question #13 - How do you feel about reading in
school? were as follows: nine students selected Happiest Garfield, three students selected
Slightly Smiling Garfield, three students selected Mildly Upset Garfield, and three
students selected Very Upset Garfield. One student was absent.
When compared to the fall scores, opinions about reading at home: twelve
opinions remained the same, three opinions went up, and three opinions went down.
Reading at school opinions changed in this way: ten opinions remained the same, six
opinions went up, and two opinions went down.
The second survey, “Reading Interests Survey,” had the following responses to
the two particular questions or statements that were included in this research. Students
answered the question, “Do you enjoy reading?” as follows: Eleven students replied with
yes, one students replied with no, five students replied with sometimes, and two did not
answer. Students completed the statement, “I think I am a/an _____ reader.” with the
following: seven students selected excellent, six students selected good, two students
selected ok, one student selected poor, and three student did not complete this statement.
When comparing the data from fall and spring for this survey, students answers to the
question, Do you enjoy reading? were as follows: two students went from No to
Sometimes, five students went from Sometimes to Yes, 8 stayed the same, one went from
Yes to Sometimes, and one went from Sometimes to No. When comparing the data from
fall and spring for the completion of the statement, I think I am a/an ____reader., the
follow happened: Eight students gave the same response, four students considered
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themselves to be better than they were in the fall, three students rated themselves with a
lesser response, and four left it blank.
Summary:
The research of my question, How can fluency instruction, using readers’ theater
and paired reading, impact reading comprehension in the third grade classroom? had
come to an end. It was now time to gather, organize, and draw conclusions from the
stacks of data I had collected over the past six months. Many students had made
tremendous gains from the beginning of the year. All but three students had reached or
surpassed the goal of reading at Level P or higher. Still, the MCA results were not what
was desired.
Chapter Five will include my key learning and limitations that were discovered
while working on this research project. Recommendations for future use along with my
concluding remarks will also be shared as I consider my experiences while researching,
How can fluency instruction, using readers’ theater and paired reading, impact reading
comprehension in the third grade classroom?
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CHAPTER FIVE
Conclusions
Introduction:
Chapters One through Three explained my experiences as a lifelong learner and
educator. It was my desire to improve my reading instruction and my students’ reading
skills that led me to carefully examine current best practices in reading instruction. I
shared my struggle to determine if I had noticeable gaps in my teaching that could be
causing students to not be adequately prepared to “meet the standards” on the annual state
assessment. While considering the necessary components of high quality reading
instruction, I concluded that I was not providing my students with adequate fluency
instruction. This caused me to inquire, How can fluency instruction, using readers’
theater and paired reading, impact reading comprehension in the third grade classroom?
Chapter Four included my experience of implementing two different kinds of
fluency instruction activities: Readers’ Theater and Paired Reading. Assessment results
were recorded and shared to report if growth in fluency and overall reading skills were
noticeable.
In this chapter, I will share the implications of my research for teachers and
school policies. I will also review the limitations of this study so that improvements can
be made for future research on my chosen topic, How can fluency instruction, using
readers’ theater and paired reading, impact reading comprehension in the third grade
classroom? Finally, I will share my recommendations for future studies and how I plan
to communicate my findings with my students, families, colleagues, and administrators.
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Implications:
The research necessary for this capstone thesis provided an opportunity for
personal evaluation and reflection of my instructional practices. I discovered that explicit
fluency instruction was lacking from my routine. While preparing for the
implementation of Readers’ Theater and Paired Reading, there were experiences that
supported what I had studied during my literature review. I was pleased to see what
others had explained in books and articles happening in my classroom. I was also
surprised by the unexpected learning that I experienced as I worked with my students to
determine How can fluency instruction, using readers’ theater and paired reading,
impact reading comprehension in the third grade classroom?
The first expected learning experience included the development of a deeper
understanding of the importance fluency. Fluency is much more than reading words
quickly. Prosody, which is an element of fluency, includes good phrasing and
expression. This is vital for comprehension.
While reading “Teaching Children to Become Fluent and Automatic Readers”
(Kuhn, 2006), I gained a new appreciation for how the brain works. The author
explained the importance of the Theory of Automaticity being applied to reading. It
made tremendous sense to me that if recalling multiplication facts helped free up
attentional resources for problem solving, then reading fluently could free up attentional
resources for comprehension. This also clarified why students who had tremendous
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vocabulary skills and could read far above grade level, but read slowly, could struggle to
comprehend.
Understanding this information has caused me to look at my teaching practices
and to make modifications. One important modification involves placing more emphasis
on increasing fluency and comprehension skills at students’ current reading levels instead
of increase reading levels. Once the student is reading fluently and comprehending at his
determined reading level, I then adjust the level of text to provide a “good fit” that
encourages growth, but does not frustrate the child. By taking these smaller steps,
students have a greater chance of developing proficient reading skills. Taking time to
practice fluency with Readers’ Theater or Paired Reading is a simple change in my
schedule that can have wonderful ramifications.
This thesis focused on the specific use of Readers’ Theater and Paired Reading as
effective fluency building activities that could impact reading comprehension. Just as
Griffith and Rasinski had suggested, I found Readers’ Theater and Paired Reading to be
effective ways to increase reading, which should increase comprehension. What I found
was Readers’ Theater may not be for everyone. When the participants learned about
Readers’ Theater they were excited. However, after ten weeks of Readers’ Theater, some
students became bored. Personal preference to read silently or with a partner was made
known by a few of my best readers. Allowing for self-selection of scripts helped to get
these students through it, but they were relieved when it was over. There was one
particular student who found Readers’ Theater to be very enjoyable. She joined a local
children’s theater group!
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Although Readers’ Theater was a valuable method of practice, it was also a
tremendous amount of work for the teacher. Selecting the scripts and highlighting parts
was time consuming and required space for storage. Copies of the scripts were rarely
saved for reuse because students would lose them or leave them looking very tattered.
Readers’ Theater was not for everyone, but it was very effective for those who enjoyed it.
Paired Reading worked for everyone! Paired reading was incredibly easy to
implement. Partners were easily selected with existing data and very little time was spent
finding materials. When students understood the purpose of the activity and the impact it
could have on their skills, all were willing to do their part. Allowing the more advanced
reader to act as the tutor or teacher motivated him to follow along and help as needed.
When the student with the lower reading skill was allowed to select the reading material,
he was motivated to read. When all students were reading, the teacher had an
opportunity to circulate and listen to many students and document her findings. The
students and the teacher were improving their skills when Paired Reading was taking
place. I found Paired Reading to be a wonderful use of time!
My first unexpected learning experience was realized while performing the
literature review. Several years of teaching children to read had allowed me to become
confident that I was producing readers. However, my time was rarely spent on reading
articles and journals written by those who had studied and performed more recent
research. I have come to realize that making time to review current evidence-based
practices is vital for being an effective teacher. Even if the evidence based practices
haven’t changed, it is beneficial to review and adjust my teaching methods as needed.
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Realizing the necessity of taking time to read for professional develop was a key learning
experience.
Another key learning experience that I did not expect included the reaction of my
participants. My study seems to support what other researchers have suggested about
quality and quantity of time spent on reading having a tremendous impact on readers.
Schmoker (2011) suggested providing students with more time to read at school. Getting
rid of practices that were not proven to be effective increased the amount of time I was
able to provide my students for reading fluency practice. It was confirmed once a child
had the skills and the interest in what he was reading, there was no need for “fluff.”
Students wanted to read and were disappointed when they had to put their books down.
They often begged for more reading time.
My surveys wasted precious time. This was a discouraging learning experience.
My intentions were good, but as students’ responses were read and scored, the number of
questions that were left unanswered was frustrating. Questions on both surveys were
patiently read aloud to the students. Students seemed to be on task and answering
honestly, but when results were studied, it had little benefit to me or my research. It was
much more informative to sit with a child and ask him about what he was reading and
how much time was spent reading at home. I now believe that paper surveys with third
grade students are not worth the time it takes to administer and score. I believe a simple
“thumbs up” or “thumbs down” with eyes closed would have been a more effective use
of time.
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Finally, too much testing stressed out the teacher just as much as it did the kids.
When research on this project began, testing the students each month seemed like a
worthwhile way to track growth. Testing frequently caused me to become concerned
when a student’s scores dropped. After looking over the entire list of STAR 360
Assessment scores, I realize that almost all students had dips and rebounds. However, in
the end, all students had made wonderful improvements and increases to their reading
skills. Even those who would be flagged for possible reading disabilities improved.
There were an endless number of reasons why a child might not do well on a particular
test. It was foolish to spend time on excessive testing and analyzing of scores. It seemed
that if best practices were being used for reading instruction, there was a much better
chance of producing proficient readers and excessive standardized tests were not
necessary. Tracking students with a clipboard while reading with small groups, whole
groups, and individuals now seemed like a much better use of time. Administering the
STAR 360 Assessment three times a year for additional information to support report
cards and meet the requirements for Title One services was sufficient. Classroom time
was far too precious for it to be spent on unnecessary testing. Eliminating unnecessary
testing would provide students with additional time for reading.
This research has provided many learning experiences that have caused me to
evaluate my teaching methods and reflect on changes that allow for more evidence-based
reading instruction. My study of How can fluency instruction, using readers’ theater and
paired reading, impact reading comprehension in the third grade classroom? suggests
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that explicit fluency instruction does have an impact on reading skills and overall
comprehension, but there are some limitations that should be considered.
Research Limitations
There were limitations to consider when reviewing this study. A limitation that
has consumed my thoughts throughout this research is proof. How can proof be provided
that shows that the implementation of explicit fluency instruction was what produced
more proficient readers? At the conclusion of my study, more students were reading at
the desired level of P with 110 words per minute, or more, than ever. However, how
could I provide proof that it was specifically Readers’ Theater and Paired Reading and
not natural maturation, increased reading practice at home, or any other number of
circumstances that could increase students’ fluency and comprehension skills?
To truly measure if Readers’ Theater and Paired Reading were responsible for my
students’ growth, I would need to duplicate this study with additional groups over
extended periods of time. It would be impossible to find students with the exact ability
levels and life experiences to repeat this same study. Therefore, it seems that I will never
be able to provide the conclusive data that proves it was the implementation of Readers’
Theater and Paired Reading that caused students’ increased reading abilities.
Another limitation to consider is the accuracy of the assessments administered to
the participants. The accuracy of any assessment is dependent on the ability and the
willingness of the individual being assessed. An inexperienced or unwilling individual
may be responsible for skewing the results of even the best assessment. Although our
STAR 360 Reading Assessment has been determined to be a credible assessment, a child’s
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lack of experience or his impulsivity may have an impact on the measurement of the
assessment. The Oral Fluency Reading measurement within the STAR 360 Assessment is
considered to be “estimated.” It is directly tied to the scaled score. This means that when
a child receives a certain scaled score it is expected that he can orally read at the rate
given. There is no actual reading aloud during this test. This is why it is necessary for
there to be an additional oral reading assessment such as the assessment that is provided
with the Bookshop Reading Assessments. Also, this assessment is timed. Students have a
limited amount of time to complete the question that is shown on the screen. Once that
time has expired, the next question appears. If a student becomes distracted or is overly
conscientious and reading slowly, points may be lost.
Although there are limitations to consider, the research of others involving
numerous participants over extended periods of time allows me to value my study.
Evidence based practices suggests that explicit fluency instruction does improve reading
and comprehension skills. Therefore, I will continue to include Readers’ Theater and
Paired reading with the following recommendations.
Recommendations for Future Use
My research on How can fluency instruction, using readers’ theater and paired
reading, impact reading comprehension in the third grade classroom? has allowed me to
experiment with two particular methods of fluency instruction. Both methods were
beneficial and will be used in the future with other groups of students. However, there
are a few things that I would change when using these practices.

84
Readers’ Theater required a tremendous amount of teacher time and effort.
Acquiring the number of scripts necessary to keep an entire class interested and actively
participating for ten weeks was time consuming. Readers’ Theater materials were easily
accessible online and through teacher resource distributors, but the real work began once
the materials arrived. Determining what scripts would be used and who would read each
character’s part, in addition to the copying and highlighting of two scripts for each
student, became drudergy within a few weeks.
Recommendations include starting slow and teaching students how to prepare
their own scripts. Teacher selection and preparation of scripts may be necessary when
first implementing Readers’ Theater, but most children have the skills necessary to allow
them to highlight their own materials. Allowing students to self-select from teacher
recommended materials would allow for teacher guidance, but would also eliminate the
use of time needed for teacher assigned parts. Allowing students to select their own
materials might also increase interest and their willingness to participate.
I would also recommend that Readers’ Theater be used for shorter periods of time
throughout the school year. Instead of spending ten consecutive weeks, I would
recommend one-two weeks each quarter during the school year. Those who enjoy using
Readers’ Theater could use it more frequently, but it would be an optional form of
reading practice once the required participation was completed.
A final recommendation for Readers’ Theater would include the encouragement
of parent involvement. Parent involvement would definitely help increase students’ skill
levels, but there are no guarantees of practice at home. I would suggest that efforts be
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taken to inform parents of the importance of practicing at home while also providing time
during the school day for additional practice with peers. It is more likely that allowing
for additional classroom practice would promote student learning and the production of
higher quality performances for all students.
Paired Reading was a wonderful experience and I plan to use it throughout the
entire school year. Creating partnerships based on reading levels does not require a great
deal of additional work. Students’ reading levels are already assessed at the beginning of
the year and again mid year for tracking growth and small group assignments. Students
were able to select materials they were interested in and get started quickly. This practice
easily fits into any schedule. Paired Reading is beneficial when done for as little as ten
minutes or could be constructively used for a longer period of time. Paired Reading also
provides the teacher with time to listen to students reading out loud which is a useful
form of assessing abilities in a non threatening way.
Recommendations for Paired Reading would include the importance of
self-selecting materials that are at appropriate levels for the lower reader. At times
students were reading materials that were far too easy for this interactive activity.
During Paired Reading, the higher level reader acts as a teacher which creates an
opportunity for the reader with lower reading abilities to select material that is a bit
challenging. Students must be reminded regularly of the expectations and also of their
reading level. Providing students with some type of card or sticker to be kept in a reading
folder or binder would help to keep teams informed and allow for greater efficiency.
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Teachers should also keep this information nearby in the event of a missing card or
folder.
I also think increasing the frequency of partner changes throughout the year
would be valuable. I did not change partners during this ten week trial because the skill
levels did not change enough to require modifications. A mid quarter or once a month
partner change might be an easy modification that could be responsible for improving
reading skills along with strengthening peer relationships as different students worked
together.
Assessments are valuable tools when they are appropriately and accurately
administered. Excessive assessing is unnecessary, wastes time, and can produce student
fatigue which can result in inaccurate scores. During my research I felt it important to
have monthly measurements of potential growth. This was found to be ineffective. In
the future I will not use our valuable class time for additional standardized assessments.
My school district requires that I administer our assessments three times a year.
This is adequate for most students. Instead of the additional assessing of all students, I
will select those who do not appear to be making adequate progress. Additional
assessing should include other materials that help to identify gaps in learning and
understanding in hopes of determining what must be done to increase student learning.
To measure individual skills and understanding of recent topics, other curriculum based
or teacher generated assessments would be a better use of time.
Surveying students can be a helpful form of assessment when done properly. It is
wise to investigate students’ habits and attitudes about reading. This valuable piece of
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information can influence instruction and lead to more effective learning opportunities
for students. Students replying to a lengthy paper and pencil survey may not be as
beneficial as a simple group response using “thumbs up,” “thumbs down,” “thumbs
somewhere in between.” When teachers provide students with a supportive atmosphere
in which learning is encouraged and all feel valued, it is possible to use simple
teacher-student responses and interviews to collect valuable information.
It is my belief that these recommendations will allow for an even greater impact
in the classroom. Lyon and Weiser stated that “teacher effectiveness is the most
important factor in the growth of student achievement” (2009, p. 476) so it can be
expected that my students’ achievement will increase as I become more confident and
effective with the use of Readers’ Theater, Paired Reading, and other forms of explicit
fluency instruction.
Conclusion
As I reflect upon the tremendous undertaking this capstone thesis has been, I
realize that I am a different person than I was two years ago. The knowledge that I have
gained through the study of other people’s research and applications has guided me
through this arduous task. The increased understanding that I now have about the process
of reading has had an impact on how I work with students. The realization that things
rarely go as planned when working with people has helped me to understand that we
must always strive to do what is best for every learner. Then, when things do not go as
planned, we reevaluate and try again, and again, and again.
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If I am honest myself and the reader of this paper, I must admit that my goal while
considering How can fluency instruction, using readers’ theater and paired reading,
impact reading comprehension in the third grade classroom? was to discover the missing
link that would provide all of my students the necessary skills to pass the state level end
of the year assessments. I was most disappointed when several of my students did not
“meet the standard.” However, after taking some time to carefully examine the growth
and gaines that my students did accomplish, I was pleased. All had made significant
improvements. For whatever reason, many did not pass the state test, but they were
proud of their improvements and so was I!
Learning to read proficiently and fluently impacts understanding. This is not
accomplished quickly or with one particular “fix all.” It takes time and practice. Once
basic phonemic and phonic skills are in place then it is ample amounts of high quality
practice that transforms beginning readers into proficient and comprehending readers.
Ample practice must include materials that are considered a “good fit” and must
also hold a student’s interest. Readers’ Theatre worked well when the students were
interested in a particular script and the readability was appropriate. The best results were
seen with those who had grade level or higher skills and interest. Readers’ Theatre was
not a “fix all,” but it was definitely a valuable reading activity that increased interest and
the desire to read for some of my students. It was interesting to watch as proficient
readers could be very skillful and expressive when they read their parts if they were
interested in the script. There were other times when the more skillful readers would lose
track of where we were and we would have to wait. Struggling readers seemed to enjoy
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participating, but some would lose their place and need prompting, while others worked
extra hard to know their part and read it well.
Although I could see the benefits of using Readers’ Theater, I found that it
required a significant amount of time and preparation each week. Therefore, Readers’
Theater would most likely be included in my instruction, but I would limit its use. It
would be a requirement for all to participate periodically throughout the year, and I
would also make it available for additional use for those who enjoyed practicing in this
manner.
Paired Reading proved to be a successful fluency building activity. Students are
excited to work with peers. It is easily implemented and requires no additional materials.
It is imperative that students are informed about the process of partner assignments and
the roles each person has in the partnership to allow for trust and comfort to develop.
The benefit of having additional helpers for those who are reading below grade level was
astonishing. Paired Reading has become and will continue to be an important tool used
for the building of fluency skills in my classroom.
Time was always a factor. I originally wanted to perform additional assessments,
especially with those who were significantly behind their peers. However, I was not able
to find additional time to do this. The STAR 360 Reading Assessment provides an
“estimated” oral fluency rate. However, it is directly related to the scaled score.
Therefore, it was a quick way to assess the students overall skills, but did not provided an
accurate measurement of a student’s actual fluency rate. I have come to realize that the
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Bookshop individualized assessment for fluency was much more accurate at providing
this useful measurement.
Students’ attitudes were also something to consider when looking at growth and
accurate assessments that were included for this research. Reflection upon the timing of
the surveys that were administered has brought the realization that spring and the last
week of school may have influenced student responses. The suggestion of “reading for
fun at home” in June when the students were looking forward to baseball, camping, and
swimming was not something most children would consider to be a desirable activity.
I have determined that excessive assessment of the entire group of students is not
necessary. I will continue to do what is required by my district three times a year for the
majority of the class and look for additional assessments for those who are not making
adequate progress.
The importance of studying research and applying what has been determined
effective is one of the most important things an educator can do. Learning about
evidence based practices encourages the implementation of these methods and activities
which produces more proficient readers. Understanding the process of becoming a reader
and assisting students in acquiring the necessary skills to become a skillful reader is my
responsibility. Now, I have the added duty of sharing what I know because of this study
with others so that they can also increase their knowledge and understanding of the
importance of effective reading instruction.
I plan to share my research information with students, parents, colleagues, and
administrators. Taking time to inform others through parent-teacher communications
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will have an impact on the lives of my students and their families. When I offer to lead
my school and regional staff development classes I can increase local educators
knowledge and understanding. All of this can have an impact on the building of literacy
in my community, state, nation, and world. The influence of one enlightened individual
can have an impact on educating others which can make our communities and even the
world a better place.
It is because of my inquiry of How can fluency instruction, using readers’ theater
and paired reading, impact reading comprehension in the third grade classroom? that I
now know that fluency instruction does impact reading comprehension. Fluency is one
piece of a complicated puzzle. When all of the essential pieces of learning to read are put
into place the outcome is the creation of a skillful reader. These essential pieces include,
but are not limited to: hearing others speak and read to build a speaking vocabulary;
building phonemic awareness and phonics skills; knowing and applying spelling rules;
recognizing sight words; understanding the meaning of base words, prefixes, and
suffixes; using punctuation properly; writing; ample amounts of quality practice which
includes explicit fluency instruction; and knowing and applying reading strategies.
Becoming a proficient reader is accomplished differently by everyone. It takes time and
perseverance, but once a student becomes a skillful reader, his life is forever changed.
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Dear (Superintendent),
I am currently working on an advanced degree, Master in Literacy Education Degree,
through Hamline University in St. Paul, Minnesota. One of the requirements for this
degree is that I complete a Capstone Project. The topic I have selected for my Capstone
Project is, How Can Fluency Instruction Impact Reading Comprehension?
My plan includes studying existing research for “Best Practices” and “Evidence Based
Practices” in fluency instruction. I will also review the existing curriculum that our
district has invested in during the last six years to see how this fits into the “Best
Practices” theories. I will implement Reader’s Theater and Partner Reading as part of my
classroom routine. Data will be collected in a natural classroom setting. My goal is to
continue using my current practices that research suggests are most effective; identify
practices that I may be using that should be eliminated; and implement new practices that
will be most effective and efficient for student learning.
I am seeking permission to move forward with this project. If all goes as planned and my
application is accepted by the board at Hamline University, I will be prepared to start this
fall and complete my research in the spring at the conclusion of the third or into the
fourth quarter of our 2016-2017 school year. I will notify parents of this project and
request their written consent before I begin. I will keep you, Mr. Hall, and my students’
families informed throughout the entire process.
Thank you for considering this project. I would appreciate the opportunity to increase
my knowledge and experience with best practices in fluency instruction. I am confident
that this will help my students to become proficient readers. Please sign and return the
attached consent form if you are supportive of this project.
Sincerely,

Angela Koski, Third Grade Teacher
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Consent to Conduct Research
Angela Koski has my permission to conduct research in her classroom at Cherry
Elementary School in Iron, Minnesota on the topic of How Can Fluency Instruction
Impact Reading Comprehension?  I understand that this research will be conducted
during the 2016-2017 school year.

____________________________________
Signature, Title
Date
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Dear (Principal),
I am currently working on an advanced degree, Master in Literacy Education Degree,
through Hamline University in St. Paul, Minnesota. One of the requirements for this
degree is that I complete a Capstone Project. The topic I have selected for my Capstone
Project is, How Can Fluency Instruction Impact Reading Comprehension?
My plan includes studying existing research for “Best Practices” and “Evidence Based
Practices” in fluency instruction. I will also review the existing curriculum that our
district has invested in during the last six years to see how this fits into the “Best
Practices” theories. I will implement Reader’s Theater and Partner Reading as part of my
classroom routine. Data will be collected in a natural classroom setting. My goal is to
continue using my current practices that research suggests are most effective; identify
practices that I may be using that should be eliminated; and implement new practices that
will be most effective and efficient for student learning.
I am seeking permission to move forward with this project. If all goes as planned and my
application is accepted by the board at Hamline University, I will be prepared to start this
fall and complete my research in the spring at the conclusion of the third or into the
fourth quarter of our 2016-2017 school year. I will notify parents of this project and
request their written consent before I begin. I will keep you, Mr. Sallee, and my students’
families informed throughout the entire process.
Thank you for considering this project. I would appreciate the opportunity to increase
my knowledge and experience with best practices in fluency instruction. I am confident
that this will help my students to become proficient readers. Please sign and return the
attached consent form if you are supportive of this project.
Sincerely,

Angela Koski, Third Grade Teacher
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Consent to Conduct Research
Angela Koski has my permission to conduct research in her classroom at Cherry
Elementary School in Iron, Minnesota on the topic of How Can Fluency Instruction
Impact Reading Comprehension?  I understand that this research will be conducted
during the 2016-2017 school year.

____________________________________
Signature, Title
Date
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Dear Parents/Guardians,
Welcome to a new school year! I am thrilled to be your child’s teacher! I am looking
forward to a fantastic year!
I am currently a graduate student at Hamline University in St. Paul, Minnesota and have
been working on my Master’s in Literacy Education Degree for about 20 months. The
time has come for me to begin my research project, or Capstone. The topic I have
chosen for my Capstone is, HOW CAN FLUENCY INSTRUCTION IMPACT READING
COMPREHENSION? I plan to study the research of those who are considered experts or
masters in reading instruction, review our existing curriculum and resources, assess
students to determine their strengths and any gaps in their reading skills, implement
evidence based or best practices in the classroom and eliminate any practices that are
not considered effective, and study the impact these practices have on student learning,
growth, and development. My goal is to have everyone reading at grade level and able
to pass the state tests in the spring.
Permission to conduct this research has been given by XXXXXXX, Cherry School Principal
and XXXXXXX, Superintendent of St. Louis County Schools.
We will start as soon as permission is granted from the review board at Hamline
University.. All data collection will be done in my classroom. Assessments will be
administered to determine students’ current reading levels. Best practices in
reading/fluency instruction will be put into place. I will reassess at the end of the first,
second, and third quarters. Research will be completed by the end of March 2017. I will
use surveys, personal interviews or conferences, and samples of students’ work to
show student progress. This research is public scholarship. The results and final
product of my project will be cataloged in Hamline’s Bush Library Digital Commons
which is a searchable electronic repository and it may be published or used in other
ways.
I assure you that confidentiality and anonymity of the students and their abilities will be
maintained. Student identification will be removed from all work samples. I will not use
students’ actual names. Numbers will be assigned to each student to track information.
This is strictly voluntary. Students may refuse to have his/her information included in
my research. Students may withdraw from the study at any time with no negative
consequences.
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I will work to ensure that the potential for risks or discomfort for your child is minimal or
non-existent. Steps to eliminate feelings of inadequacy will be provided in a supportive
classroom environment with encouragement and acceptance. Students will see their
strengths along with any gaps in their understanding. Individual goals will be set that
are attainable and encourage students to become better readers. Communication will
be maintained so that you are aware of what is going on during the research process.
The potential benefits from this study include increased knowledge and skills in
reading/language arts for the students. Students more likely to be reading at grade
level and performing at expected levels of understanding when I am aware of and
practicing evidence based methods of teaching. Potential benefits for me include
becoming more adept as a reading/language arts teacher who is able to more effectively
teach students. Students and teachers throughout the building and district could benefit
from this study as I share my findings with my colleagues and administrators.
This letter is to ask for your permission to conduct this research with your child. If you
agree that your child may participate, please fill out the attached Informed Consent to
Participate form and return it to me as soon as possible. If you have questions or
concerns, please contact me at 123-123-123.

Sincerely,

Angela Koski
Third Grade Teacher
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Informed Consent to Participate Parent/Guardian Permission Form

Dear Angela Koski,

I have received your letter about the upcoming research project that will be conducted
in your classroom. I understand that students will be assessed for current reading levels
and will be reassessed at the end of each quarter. Students will be observed and
interviewed. Samples of work will be kept. The data collected will be used in your final
report which will be on file at Hamline University’s Bush Library Digital Commons. I
understand that there is little to no risk involved for my child and that confidentiality
will be protected. I may or my child may withdraw from this project at any time without
consequences.

________________________________________________________________________
Parent/Guardian Signature

Date
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Table 1- Bookshop Reading and STAR 360 Assessments - Initial Scores
Bookshop Reading and STAR 360 Assessments
Students’ Initial Scores September 2016
Bookshop Reading
Bookshop
Bookshop
Student (Fountas & Pinnell)
Reading
Reading
Instructional
Comprehension Oral Reading
Reading Level
Score (0-6)
Fluency
(WPM)

STAR
360
Scaled
Score

STAR 360
Estimated
Oral Reading
Fluency

1

Q

6

92

270

65

2

R

5

97

324

76

3

N

4

73

400

97

4

P

3

75

200

52

5

J

4

52

171

47

6

K

4

63

260

62

7

P

6

99

403

98

8

N

5

61

332

78

9

T

5

96

445

107

10

J

4

46

136

40

11

Q

6

123

483

116

12

R

5

98

399

97

13

W

5

148

665

160

14

L

5

63

237

57

15

W

4

113

343

80

16

O

5

83

286

68

17

F

4

37

90

28

18

W

5

86

520

125

19

W

6

102

553

134
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Table 2- Garfield Survey - Fall 2016
Elementary Reading Attitude Survey
“The Garfield Survey”
Fall 2016
Student

Total Score
(up to 80)

Question #3
(1-4)

Question #13
(1-4)

1

44

2

3

2

30

1

2

3

50

2

2

4

62

2

4

5

35

3

2

6

54

3

3

7

45

2

3

8

42

3

3

9

64

4

4

10

38

1

2

11

70

4

4

12

60

2

4

13

57

3

4

14

26

1

2

15

34

2

1

16

57

4

3

17

34

1

1

18

62

4

3

19

55

4

3

#3-How do you feel about reading for fun at home?
#13-How do you feel about reading in school?
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Table 3- Reading Interest Survey -Fall 2016
Reading Interest Survey
Fall 2016
Student

Do you enjoy reading?

I think I am a/an
_____reader.

1

sometimes

good

2

yes

good

3

yes

good

4

yes

(blank)

5

sometimes

good

6

sometimes

good

7

sometimes

excellent

8

sometimes

good

9

yes

good

10

no

good

11

yes

excellent

12

yes

excellent

13

sometimes

good

14

no

ok

15

sometimes

good

16

sometimes

excellent

17

no

good

18

sometimes

good

19

yes

good
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Table 4 - Reading Assessments Scores - September 2016 - December 2016
Reading Assessments Scores
September vs December Scores
Student

Sept
Dec
Sept
Dec
Sept
Dec
Bookshop Bookshop STAR 360 STAR 360 STAR 360
STAR 360
Reading
Reading
Scaled
Scaled
Estimated
Estimated
Level
Level
Score
Score
Oral Reading Oral Reading
Fluency
Fluency

1

Q

Not Tested

270

428

65

103

2

R

--

324

384

76

92

3

N

--

400

374

97

89

4

P

--

200

239

52

58

5

J

--

171

241

47

58

6

K

--

260

343

62

80

7

P

--

403

453

98

109

8

N

--

332

378

78

90

9

T

--

445

494

107

118

10

J

--

136

138

40

41

11

Q

--

483

542

116

131

12

R

--

399

413

97

100

13

W

--

665

589

160

144

14

L

--

237

324

57

76

15

W

--

343

397

80

96

16

O

--

286

478

68

115

17

F

--

90

97

28

31

18

W

--

520

654

125

158

19

W

--

553

514

134

123
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Table 5- STAR 360 Reading Assessments - September 2016 - January 2017
STAR 360 Reading Assessments Scores
September 2016 - January 2017
September December January
September
December
January
Student STAR 360 STAR 360 STAR 360 STAR 360 STAR 360
STAR 360
Scaled
Scaled
Scaled
Estimated
Estimated
Estimated
Score
Score
Score Oral Reading Oral Reading Oral Reading
Fluency
Fluency
Fluency
1

270

428

339

65

103

79

2

324

384

310

76

92

73

3

400

374

259

97

89

62

4

200

239

130

52

58

39

5

171

241

260

47

58

62

6

260

343

451

62

80

108

7

403

453

423

98

109

102

8

332

378

378

78

90

90

9

445

494

440

107

118

106

10

136

138

286

40

41

68

11

483

542

510

116

131

122

12

399

413

582

97

100

142

13

665

589

664

160

144

160

14

237

324

366

57

76

86

15

343

397

472

80

96

113

16

286

478

465

68

115

112

17

90

97

109

28

31

35

18

520

654

646

125

158

157

19

553

514

543

134

123

131
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Table 6 - Bookshop Reading Assessments - Fall 2016 -Winter 2017
Bookshop Reading Assessments
Fall 2016 - Winter 2017

Student

Fall
Reading
Level

Winter
Reading
Level

Fall
Reading
Comp
Level
(0-6)

Winter
Reading
Comp
Level
(0-6)

Fall
Fluency
Rate
(WPM)

Winter
Fluency
Rate
(WPM)

1

Q

W

6

5

92

107

2

R

W

5

4

97

112

3

N

Q

4

4

73

87

4

P

R

3

3

75

81

5

J

K

4

4

52

63

6

K

N

4

5

63

91

7

P

T

6

5

99

106

8

N

R

5

4

61

65

9

T

W

5

5

96

112

10

J

K

4

4

46

61

11

Q

T

6

6

123

134

12

R

U

5

6

98

121

13

W

W

5

6

148

157

14

L

N

5

5

63

82

15

W

W

4

4

113

122

16

O

Q

5

5

83

123

17

F

J

4

4

37

48

18

W

W

5

6

86

97

19

W

W

6

6

102

117
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Table 7 - STAR 360 Assessment Scores - September 2016 - February 2017
STAR 360 Assessment Scores
September 2016 - February 2017
Sept
Dec
Student Scaled Scaled
Score Score

Jan
Scaled
Score

Feb
Sept
Dec
Jan
Feb
Scaled
Estimated
Estimated
Estimated
Estimated
Score Oral Reading Oral Reading Oral Reading Oral Reading
Fluency
Fluency
Fluency
Fluency

1

270

428

339

421

65

103

79

102

2

324

384

310

525

76

92

73

126

3

400

374

259

405

97

89

62

98

4

200

239

130

93

52

58

39

30

5

171

241

260

265

47

58

62

64

6

260

343

451

256

62

80

108

61

7

403

453

423

422

98

109

102

102

8

332

378

378

447

78

90

90

108

9

445

494

440

458

107

118

106

110

10

136

138

286

124

40

41

68

38

11

483

542

510

525

116

131

122

126

12

399

413

582

586

97

100

142

143

13

665

589

664

702

160

144

160

167

14

237

324

366

354

57

76

86

83

15

343

397

472

363

80

96

113

85

16

286

478

465

384

68

115

112

92

17

90

97

109

116

28

31

35

36

18

520

654

646

648

125

158

157

157

19

553

514

543

563

134

123

131

137
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Table 8 - STAR 360 Scaled Scores - September 2016 - March 2017
STAR 360 Scaled Scores
September 2016 - March 2017
Student

September
Score

December
Score

January
Score

February
Score

March
Score

1

270

428

339

421

505

2

324

384

310

525

523

3

400

374

259

405

395

4

200

239

130

93

186

5

171

241

260

265

319

6

260

343

451

256

314

7

403

453

423

422

516

8

332

378

378

447

431

9

445

494

440

458

579

10

136

138

286

124

191

11

483

542

510

525

561

12

399

413

582

586

648

13

665

589

664

702

720

14

237

324

366

354

328

15

343

397

472

363

429

16

286

478

465

384

519

17

90

97

109

116

142

18

520

654

646

648

614

19

553

514

543

563

585
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Table 9- STAR 360 Estimated Oral Fluency Scores - September 2016 - March 2017
STAR 360 Estimated Oral Reading Fluency Scores
September 2016 - March 2017
Student

September

December

January

February

March

1

65

103

79

102

121

2

76

92

73

126

126

3

97

89

62

98

96

4

52

58

39

30

50

5

47

58

62

64

75

6

62

80

108

61

74

7

98

109

102

102

124

8

78

90

90

108

104

9

107

118

106

110

141

10

40

41

68

38

50

11

116

131

122

126

136

12

97

100

142

143

157

13

160

144

160

167

170

14

57

76

86

83

77

15

80

96

113

85

103

16

68

115

112

92

125

17

28

31

35

36

42

18

125

158

157

157

150

19

134

123

131

137

143
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Table 10- Bookshop Instructional Reading Levels-Fall, Winter, and Spring
Bookshop Reading Assessments
September 2016- May 2017
Instructional Reading Levels
Student

Fall

Winter

Spring

1

Q

W

W

2

R

W

W

3

N

Q

V

4

P

R

W

5

J

K

L

6

K

N

P

7

P

T

W

8

N

R

U

9

T

W

W

10

J

K

L

11

Q

T

W

12

R

U

W

13

W

W

W

14

L

N

P

15

W

W

W

16

O

Q

W

17

F

J

K

18

W

W

W

19

W

W

W
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Table 11- Bookshop Reading Comprehension Scores -Fall, Winter, and Spring
Bookshop Reading Assessments
Reading Comprehension Scores
September 2016- May 2017
Student

Fall
(0-6 pts)

Winter
(0-6 pts)

Spring
(0-6 pts)

1

6

5

6

2

5

4

5

3

4

4

3

4

3

3

2

5

4

4

4

6

4

5

4

7

6

5

6

8

5

4

5

9

5

5

6

10

4

4

5

11

6

6

6

12

5

6

6

13

5

6

6

14

5

5

4

15

4

4

5

16

5

5

5

17

4

4

3

18

5

6

6

19

6

6

6
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Table 12- Bookshop Reading Fluency Scores -Fall, Winter, and Spring
Bookshop Reading Assessments
Reading Fluency Scores
September 2016- May 2017
Student

Fall

Winter

Spring

1

92

107

124

2

97

112

137

3

73

87

71

4

75

81

84

5

52

63

72

6

63

91

112

7

99

106

97

8

61

65

74

9

96

112

125

10

46

61

87

11

123

134

152

12

98

121

146

13

148

157

170

14

63

82

94

15

113

122

147

16

83

123

149

17

37

48

61

18

86

97

110

19

102

117

137
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Table 13- End of the Year Final Assessments Compilation
2016-2017 End of the Year Data
May
Student Star 360
Scaled
Scores

1
2

431
450

Spring
Spring
May
Spring
Bookshop Bookshop STAR 360 Bookshop
Instructional
Comp
Est Oral
Oral
Reading
Scores
Fluency
Fluency
Level
(0-6)
(WPM)
(WPM)
W
W

6
5

104
108

Spring
MCA
Scores

124

369
Meets

137

351
Meets

3

377

R

3

90

71

349
Partially Meets

4

255

W

2

61

84

SPED

72

333
Does Not Meet

112

337
Does Not Meet

97

354
Meets

74

351
Meets

125

347
Partially Meets

87

319
Does Not Meet

152

374
Exceeds

146

367
Meets

170

388
Exceeds

5
6
7
8
9
10
11
12
13

249
313
391
463
509
164
555
633
878

L
P
W
U
W
L
W
W
W

4
4
6
5
6
5
6
6
6

60
74
94
111
122
46
134
154
170
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14
15
16
17
18
19

409
500
377
105
713
737

P
W
W
K
W
W

4
5
5
3
6
6

99
120
90
105
170
170

94

317
Does Not Meet

147

370
Meets

149

348
Partially Meets

---

303
Does Not Meet

110

376
Exceeds

137

363
Meets
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Table 14- Garfield Survey - Spring 2017
Elementary Reading Attitude Survey
“The Garfield Survey” Fall 2016 & Spring 2017
Student

Fall
Total Score
(up to 80)

Spring
Total Score
(up to 80)

Fall
Question
#3
(1-4)

Spring
Question
#3
(1-4)

Fall
Question
#13
(1-4)

Spring
Question
#13
(1-4)

1

44

44

2

2

3

3

2

30

29

1

1

2

2

3

50

30

2

2

2

1

4

62

69

2

4

4

4

5

35

41

3

2

2

3

6

54

62

3

3

3

4

7

45

49

2

2

3

3

8

42

29

3

1

3

4

9

64

38

4

1

4

4

10

38

30

1

1

2

2

11

70

58

4

4

4

4

12

60

57

2

3

4

4

13

57

55

3

3

4

4

14

26

34

1

2

2

1

15

34

26

2

2

1

1

16

57

70

4

4

3

4

17

34

34

1

1

1

2

18

62

(absent)

4

(absent)

3

(absent)

19

55

66

4

4

3

4

#3-How do you feel about reading for fun at home?
#13-How do you feel about reading in school?
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Table 15- Reading Interest Survey - Fall 2016 & Spring 2017
Reading Interest Survey
Fall 2016 & Spring 2017
Student

Fall 2016
Do you enjoy
reading?

Spring 2017
Do you enjoy
reading?

Fall 2016
I think I am a/an
_____reader.

Spring 2017
I think I am a/an
_____reader.

1

sometimes

sometimes

good

good

2

yes

sometimes

good

good

3

yes

yes

good

poor

4

yes

yes

(blank)

excellent

5

sometimes

sometimes

good

ok

6

sometimes

yes

good

(blank)

7

sometimes

yes

excellent

excellent

8

sometimes

yes

good

good

9

yes

yes

good

good

10

no

sometimes

good

good

11

yes

yes

excellent

(blank)

12

yes

yes

excellent

excellent

13

sometimes

yes

good

excellent

14

no

sometimes

ok

good

15

sometimes

no

good

excellent

16

sometimes

yes

excellent

excellent

17

no

(blank)

good

ok

18

sometimes

(absent)

good

(absent)

19

yes

yes

good

excellent
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